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A lack of training in evaluating textbooks is one of the drawbacks of teacher 
education. Many descriptive articles in the literature discuss how to evaluate 
textbooks, but few empirical studies have been conducted on teachers’ abilities 
to evaluate textbooks and the criteria that they use. Simply using a textbook is 
not enough since textbooks do not always meet the needs of learners or the 
teacher. Nor do they always complement the goals and objectives of the course 
and institution (Brown, 1995; Byrd, 2001; Pakkan, 1997). As a result, teachers 
need to know how to evaluate the textbooks that they are using and those that 
they may use. The aim of the study reported here is to determine teachers’ 
abilities to judge the appropriateness of language teaching textbooks for 
English language classes at a Turkish university. The data were collected 
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through a Reading Material Evaluation Questionnaire, pre-training guided 
think-aloud protocols, and post-training guided think-aloud protocols. The 
results of the questionnaire revealed that the teachers evaluated their course 
materials inconsistently. Results of pre- and post-training guided think-alouds 
showed that textbook-evaluation training changed teachers’ textbook 
evaluation criteria by raising their consciousness and knowledge base about 
textbook evaluation. This research indicates a need for pre- and in-service 
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 Ders kitaplarının değerlendirilmesiyle ilgili eğitimin yetersizliği, öğretmen 
yetiştirme eğitiminin eksikliklerinden birinin oluşturmaktadır. Ders kitaplarının 
hangi yöntemler kullanılarak değerlendirilmesi gerektiğiyle ilgili bir çok 
açıklayıcı yayın bulunmasına karşın, öğretmenlerin ders kitapları 
değerlendirebilme becerileri  ve bu süreçte kullandıkları kriterler üzerine 
yapılmış çok az araştırma bulunmaktadır. Ders kitaplarının öğrencilerin ve 
öğretmenlerin ihtiyaçlarını hiçbir zaman tam anlamıyla 
karşılayamayacaklarından dolayı, herhangi bir ders kitabını seçmiş olmak tek 
başına yeterli değildir.  Ders kitapları dersin ve eğitim kurumunun  amaç ve 
hedeflerine her zaman tam bir uyum göstermeyebilir.  Dolayısıyla, 
öğretmenlerin kullandıkları veya ilerde (muhtemel) kullanabilecekleri ders 
kitaplarını nasıl değerlendirmeleri gerektiğini bilmeleri gerekir. Bu çalışmanın 
amacı bir Türk üniversitesindeki öğretmenlerin, İngilizce derslerine yönelik dil 
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öğretim materyallerinin uygunluğunu değerlendirebilme becerilerini 
ölçmektedir. Bu çalışma için veri, bir okuma materyali değerlendirme anketi, 
eğitim-öncesi yönlendirilmiş sesli düşünme yöntemi, ve eğitim-sonrası 
yönlendirilmiş sesli düşünme yöntemi aracılığıyla elde edilmiştir. Bu çalışmada 
anketlerin ortaya çıkardığı sonuç, öğretmenlerin ders materyallerini 
değerlendirme kriterlerinin tutarlı olmadığıdır. Eğitim-öncesi ve eğitim-sonrası 
yönlendirilmiş sesli-düşünme yöntemlerinin sonuçlarına göre  öğretmenlerin 
ders kitabı değerlendirmeye yönelik ilgi ve bilgilerini artırmış olmasından 
dolayı, ders kitabı değerlendirme kriterleri değişmiştir. Bu çalışma derslerde 
kullanılan veya kullanılabilecek ders kitaplarının değerlendirilmesi için 
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Successful language teaching and learning depends on giving appropriate 
consideration to factors that affect language learning and teaching. These factors 
include the role of teacher and the learner, the syllabus, institutional constraints, 
and instructional materials, including textbooks. In most instructional settings, 
textbooks play an essential role in providing effective language instruction since 
language teachers usually base their teaching on language textbooks. In some 
settings, textbooks actually define the curriculum, indicating the importance often 
placed on textbooks. Taking these ideas as starting points, the purpose of this 
study is to find out the extent to which teachers of English know how to evaluate 
reading textbooks, teachers’ reasons for evaluating textbooks, and what criteria 
they use for evaluation. 
The study was conducted in the Preparatory School of Anadolu University, 
Eskisehir, Turkey in the spring term of 2003. The results of this study should 
indicate whether teachers at this institution would benefit from any in-service 
training for evaluating textbooks, in particular reading textbooks. 
Background of the Study 
Textbooks, as one type of instructional material, are one of numerous factors 
that may affect the effectiveness of language teaching and learning. Although 
using appropriate textbooks, and other instructional materials, is a primary 
concern of language teachers, as they are the ones who use the textbooks and 
materials in their classrooms, most teachers often lack the required training in 
textbook and material evaluation. Pakkan (1997) states that English language 
teachers are usually equipped with methodology knowledge, such as approaches, 
  2 
methods, and techniques used in language teaching. However, almost no training 
is provided in evaluating textbooks, even if textbooks play a crucial role in their 
classrooms. 
A published English language teaching (ELT) textbook can be defined as a 
commercially available book that provides content, teaching, and learning 
activities including explanations, examples, exercises, tasks, activities, and 
graphical elements to help learners of English improve their language skills and 
abilities (Byrd, 2001; Sheldon, 1987). Language teachers have many reasons for 
preferring to use commercial textbooks in their classrooms. First of all, language 
teaching textbooks are written by experienced professionals and the materials are 
most likely piloted in real classroom environments before being published. 
Secondly, maintaining consistency across courses remains one of the primary 
concerns of language program administrators, and using textbooks helps language 
teachers to maintain a degree of consistency in courses at institutions where 
different teachers, with a range of professional skills and personality traits, teach 
the same course. Thirdly, textbooks can bring the real world into artificial 
classroom settings making it possible for learners to relate language components 
to actual usage. Lastly, a good textbook helps learners realize how much progress 
they have made, provides practice in what has been learned so far, and gives them 
opportunities to review materials on their own.  
Since textbooks and other instructional materials used in classrooms are 
usually regarded as the core of teaching (Pakkan, 1997), teachers of English need 
to be able to evaluate textbooks and other materials that they may use, will use, or 
are using. Simply using a textbook, and other instructional materials, is not 
enough since textbooks and materials do not always meet the needs of learners or 
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the teacher. Nor do they always complement the goals and objectives of the 
course and the institution (Brown, 1995; Byrd, 2001; Pakkan, 1997). Because of 
these possible mismatches, teachers need to know how to evaluate the textbooks 
that they are using in order to determine their appropriateness in terms of 
students’ needs, teachers’ needs, institutional constraints, physical characteristics 
of the institution, logistical characteristics of the textbook, supplementary 
materials, and editorial qualities of the textbook under review. 
There are seven commonly cited considerations to be addressed in textbook 
evaluation. First, textbooks used for a particular course should fit the curriculum. 
Secondly, textbooks should meet the needs of the students they are addressing. 
Thirdly, textbooks should meet teachers’ needs. Fourthly, the author’s and/or 
publisher’s backgrounds should be considered. As the fifth and sixth 
considerations, teachers should evaluate textbooks in terms of their physical 
characteristics and logistics.  Lastly, physical conditions of the setting in which 
the textbook will be used should be kept in mind during evaluation. 
Textbook evaluation is a complex process, which is often carried out in two 
stages: External evaluation and internal evaluation. External evaluation, the first 
stage, occurs when teachers evaluate the textbook by analyzing its contents, 
organization, explanations, and exercises. External evaluation can be carried out 
in two ways: initial evaluation and detailed evaluation. In initial evaluation, 
teachers look at the preface, contents, and the abstract of the textbook often on the 
back cover, in order to determine whether the textbook is suitable for learners’ 
needs and the purposes of the course. Detailed evaluation, on the other hand, is a 
process in which teachers use checklists and evaluation forms to complete a more 
objective evaluation of the textbook. 
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In the second stage of evaluation, internal evaluation, teachers try to evaluate 
the effectiveness of textbooks while actually using them in their classes. ‘Macro 
evaluation’ and ‘micro evaluation’ are two ways of internal evaluation. Macro 
evaluation can be defined as an overall assessment of whether the textbooks 
actually work in classroom settings. In micro evaluation, teachers choose one 
particular unit or a task and evaluate its usefulness and suitability in detail (Ellis, 
1997; McDonough & Shaw, 1993; Pakkan, 1997). Teachers can make use of any 
of these evaluation methods to make sure that the textbook that they may use or 
that they are using is best suited to their students’ needs, their needs as teachers, 
and institutional requirements. 
Reading-skill textbooks require evaluation, just like other textbooks. 
Reading, as one of the four major skills, is required in many facets of life. In 
educational settings, good reading skills guarantee success (Crandall, 1995; Grabe 
& Stoller, 2001). Carrell and Grabe (2002) also state that “reading abilities are 
critical for academic learning” (p. 233). In addition, Carrell and Grabe (2002) add 
that teaching reading skills is a challenging task and it requires much time and 
many resources; so, reading teachers face many challenges in the classroom. In 
order to ease the challenges that teachers face in reading classes, appropriate 
instructional materials, including textbooks, should be used. Thus, thorough and 
effective evaluation of reading textbooks is important. 
Teachers should be aware of reading textbook evaluation criteria, which 
includes knowledge of the academic reading needs of learners. In academic 
reading, first of all, students need large vocabulary storage and various 
opportunities for recycling this vocabulary. Secondly, students need to recognize 
words rapidly and automatically. Recognizing the purpose for reading or 
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becoming aware of one’s reading purpose can be counted as the third need. 
Acquiring strategic reading skills and becoming aware of reading strategies are 
further student needs. As the fifth need, academic reading requires that learners 
integrate text information with their knowledge and/or activate their background 
knowledge. Reading critically and acquiring evaluation skills can be regarded as 
two additional needs of students in academic settings. Lastly, students should be 
encouraged to read and take responsibility for their own learning (Carrell & 
Grabe, 2002; Grabe & Stoller, 2001).  When teachers are familiar with the needs 
of academically-oriented students in reading classes, they are better able to choose 
a well-suited reading textbook.  
In conclusion, textbook evaluation is a complex phenomenon. It requires 
careful attention to general textbook evaluation criteria, such as a textbook’s fit 
with students, teachers and institutional goals; physical conditions of the teaching  
setting and logistical characteristics; editorial qualities of the book; and 
considerations of the physical conditions of the setting in which the textbook is 
going to be used. Reading textbook evaluation adds other dimensions to the 
evaluation process; it requires an understanding of students’ academic reading 
needs, such as having large vocabulary storage, becoming aware of purposes of 
reading, acquiring strategic reading skills, activating background knowledge, 
making use of critical reading skills, and using evaluation skills. Only when these 
factors are analyzed by teachers in detail is it possible for teachers to choose the 
best-suited textbook for academic reading classes. 
Statement of the Problem 
Better textbooks and materials can lead to improved teaching and learning 
(Pakkan, 1997) since teachers usually use language textbooks, and other 
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materials, to guide their teaching or to set the parameters of their courses. To find 
out the extent to which textbooks meet the needs of learners and complement 
course and institutional objectives, teachers need to evaluate the materials and 
textbooks that they use or that they may use (Brown, 1995; Byrd, 2001; Pakkan, 
1997). Although most professionals would argue that textbooks and materials 
play a crucial role in effective language teaching and learning, few, if any, 
empirical studies have been conducted on teachers’ abilities to evaluate textbooks 
and materials or on the criteria that they use for evaluation. There are, however, 
many descriptive articles on how the evaluation of a textbook can be carried out 
and what criteria teachers should use. Because of this mismatch, there is a need 
for an empirical study on textbook evaluation.  
The aim of this study is to determine teachers’ abilities to judge the 
appropriateness of textbooks for language teaching instruction in English 
language teaching classrooms at Anadolu University. The study will be beneficial 
to those working at the Preparatory School of Foreign Languages at Anadolu 
University in the sense that results of this study may reveal whether teachers need 
in-service training on textbook evaluation or not. Although the study will be 
carried out at Anadolu University, the results may be valuable to all teachers of 
English who may be required to evaluate textbooks, in particular academic 
reading textbooks. 
Currently, no textbook is used for reading courses at Anadolu University. 
Rather, materials collected from different sources are used. These collections 
represent little more than an exercise book that addresses only some reading 
skills. In other words, those materials, which make up the course pack, cannot 
meet either teachers or students’ needs in terms of academic reading instruction. 
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In addition, in the coming years, there may be a change in the curriculum and a 
new reading textbook may be required. In this case, teachers need to be able to 
evaluate textbooks to determine the extent to which the textbooks address 
learners’ and teachers’ needs and institutional goals and objectives. 
Research Questions 
This study will address the following research questions: 
1- How do teachers at Anadolu University, School of Foreign Languages,  
       evaluate the reading materials that they are currently using? 
2- What criteria do teachers at Anadolu University, School of Foreign     
 Languages, use in evaluating reading textbooks? 
3- To what extent do textbook evaluation criteria change when teachers  
 are trained in textbook evaluation? 
Significance of the Problem 
Lack of training in evaluating materials and textbooks is one of the 
drawbacks of education provided to teachers of English. Many descriptive articles 
in the literature discuss how to evaluate textbooks, but few empirical studies have 
been conducted on teachers’ abilities to evaluate textbooks and the criteria that 
they use. Acquiring the ability to evaluate textbooks and materials is crucial for 
English teachers as they are the ones who will experience whether a textbook or 
materials are good enough for their students, or whether the textbook and 
materials need to be adapted and supplemented. Keeping the importance of 
textbooks and materials for effective language teaching and learning in mind, in 
this study I will try to find out whether teachers know how to evaluate reading 
textbooks, what criteria they consider in the evaluation process, and whether 
teachers need any training in textbook evaluation.  
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The results of this study may help current teachers and prospective teachers 
of English understand the criteria that they should keep in mind while evaluating 
textbooks; this understanding will help them become more knowledgeable and 
successful textbook evaluators. Primarily, the Preparatory School of Anadolu 
University will benefit from the results of this study. The study provided teachers 
at Anadolu University with the opportunity to assess their textbook evaluation 
criteria and, as a result, teachers became aware of their abilities. Furthermore, the 
study added new dimensions to their English language teaching knowledge by 
introducing them to new criteria for evaluating textbooks in a training session. In 
the future, these teachers may be able to use insights gained in the training session 
in the evaluation of textbooks that they may use in their classrooms. Moreover, 
this research may reveal a need for pre-service and in-service training of teachers 
on the evaluation of textbooks and materials that are used in their classrooms. 
Key Terminology 
 The following items are used frequently throughout the thesis. They are listed 
here with their definitions. 
External evaluation: Evaluation of a textbook by analyzing its contents, 
organization, explanations, and exercises. There are two types of external 
evaluation: initial evaluation and detailed evaluation. External evaluation is often 
referred to as predictive evaluation.  
Internal evaluation: Evaluation of a textbook while using it in the classroom or 
after using it in the classroom. There are two types of internal evaluation: macro 
evaluation and micro evaluation. Internal evaluation is often referred to as in-use 
evaluation, or retrospective evaluation. 
Academic reading instruction: Teaching reading skills for academic purposes. 
  9 

























  10 
CHAPTER 2: LITERATURE REVIEW 
Introduction 
 
There are many factors that affect language learning and teaching including 
the role of the teacher and the learner, the syllabus, institutional constraints, such as 
physical conditions, resources, monetary matters, class size, and instructional 
materials including textbooks used in the classroom. To achieve the most effective 
language teaching and learning, each of these factors should be considered with 
care. Yet, in this chapter, I will focus on just one of these factors, specifically 
textbooks. To do so, I will present reasons for using and evaluating textbooks, a 
description of the textbook evaluation process, and textbook evaluation criteria. I 
will also explain the complex nature of reading processes since this study focuses 
on reading textbooks.  This is followed by a description of the academic reading 
needs of students, and the ideal content of an academic reading textbook. 
Reasons for Using and Evaluating Textbooks 
Instructional materials, including textbooks, are regarded as sources of 
learning that play a crucial role in the effectiveness of teaching and learning 
languages. Crawford (2001) claims that instructional materials receive primary 
attention because they are usually used as a means for language input and language 
practice in classrooms. Textbooks usually help the teacher and students exploit 
classroom opportunities more effectively (Crawford, 2002; Nunan & Lamb, 1998; 
Pakkan, 1997). Sheldon (1987) defines a language textbook as a published book 
with the dual aim of (a) helping learners to improve their language knowledge, 
skills, and abilities, and (b) supporting teachers to enhance teaching and learning. 
Textbooks, designed for presenting teaching and learning activities, usually contain 
content, explanations, examples, exercises, activities, graphical elements, and 
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illustrations in order to make teaching and learning easier for teachers and learners 
(Byrd, 2001). As Crawford (2002), Grant (1987), Richards (2001), and Sheldon 
(1987) all claim, no textbook can be a perfect match for students, teachers, and 
institutional goals. The reason for this predictable mismatch is that purposes for 
learning differ among learners, and objectives change from one institution and 
teacher to another. As Crawford (2002) admits, a textbook can be ideal for one 
particular group of students, and the same textbook may fail to respond to the 
requirements of students, teachers, and institutions in different situations, possibly 
in the same institution. However, some textbooks can be more appropriate than 
others; so, choosing the best-suited textbook — one that addresses the targeted 
goals and objectives of students, teachers, and institutions — represents an 
important responsibility for a language program. Textbook evaluations and 
selections are best accomplished with the participation of teachers, level 
coordinators, and/or administrators (Chambers, 1997; Grant, 1987; Graves, 2000; 
Nunan & Lamb, 1998; Sheldon, 1987).  
 There are various advantages of using a textbook in language teaching 
(Graves, 2000; Richards, 2001; Tomlinson, 1998). First of all, textbooks are 
prepared by experienced and well-qualified professionals. Secondly, textbooks are 
usually piloted in real teaching environments before they are published. As a third 
reason, Crawford (2002), Graves (2000), and Tomlinson (1998) suggest that 
textbooks provide invaluable help to inexperienced teachers and a bank of useful 
ideas, activities, and tasks for more experienced teachers. Textbooks often provide 
the framework for course syllabi since what will be learned and taught, and the 
order in which it will be taught, has already been defined by the author(s) of the 
textbook.  Moreover, a language textbook can help teachers to save time as 
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textbooks often provide a set of visuals, activities, readings, exercises, tasks, and so 
on that can be used to structure class sessions. Another advantage of using a well-
chosen textbook is that it often provides supporting materials like cassettes, 
worksheets, audio-visuals, and/or manuals. Maintaining a degree of consistency 
among teachers who teach the same course is another source of usefulness for using 
a textbook as individual teachers bring different professional backgrounds and 
personality traits into the classroom (Crawford, 2002; Graves, 2000; Pakkan, 1997). 
An effective textbook is useful for learners too. Learners can connect 
language items to actual usage because an effective textbook usually brings the real 
world into the somewhat artificial classroom environment.  Likewise, a good 
textbook can help learners measure their rate of progress and provide opportunities 
for practice outside of classroom instruction (Pakkan, 1997). In addition, Graves 
(2000) believes that students feel secure with textbooks as they know what to 
expect and they become aware of what is expected of them. 
It is possible to find thousands of language textbooks on the market today. 
Since textbooks vary in quantity and quality, it is not an easy job to decide on one 
and use it without hesitation (Grant, 1987). In addition, the possible negative 
outcome of using an inappropriate textbook cannot be disregarded. Past experiences 
with improperly selected textbooks or textbooks that poorly match students’ needs 
provide an impetus for the careful evaluation of textbooks. Teachers actually 
evaluate textbooks for various reasons. Brown (1995) suggests that teachers need to 
evaluate textbooks in order to measure their suitability for their programs that 
already have agreed upon goals and objectives. The contents of textbooks, including 
examples and explanations, and their relevance to the students and institution where 
it will be used are issues to be considered. The language-skill focus of textbooks 
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needs to be evaluated to find the best match to the curriculum since one or more 
skills, or aspects of language, may be given more emphasis than others. Because 
better textbooks lead to better teaching and learning of the target language, teachers 
need to question the effectiveness of textbooks that they may use in their classes. 
Textbook Evaluation Process 
 
Textbook evaluation is a complex issue because it can be carried out in 
different ways and at different levels with different textbook-evaluation methods. 
Thus, teachers should be familiar with the ways, levels, and methods of textbook 
evaluation to be able to choose the best-suited textbook for their institutions. 
Professionals in the field identify two principal methods for evaluating textbooks 
that can help teachers to choose the most appropriate textbook for their classes. In 
situations where teachers are required to evaluate textbooks, they can either rely on 
evaluations by others, such as expert reviewers, which often remain inexact, or they 
may prefer to evaluate textbooks on their own by using checklists and guidelines 
(Ellis, 1997). 
Textbook evaluation occurs at two levels: the local level and state level.  
Local-level textbook evaluation occurs when teachers who teach in the classroom 
make decisions about textbooks either individually or as a group of teachers. 
Sometimes local-level decisions are made by administrators who select the 
textbooks that are used in the classroom. State-level textbook evaluation is different. 
In some countries, like Turkey, the Board of Education is in charge of choosing 
textbooks to be used in state schools throughout the country. This is an example of 
state-level textbook evaluation. Although teachers are not always part of the 
textbook decision-making process, they need to be aware of how the evaluation 
system works since they are the ones who use the selected textbooks. Moreover, 
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they will inevitably determine whether the textbook is worth using, which parts 
work, and which parts need modification (Byrd, 2001; Ellis, 1997). 
When teachers are required to evaluate a textbook, McDonough and Shaw 
(1993) suggest two types of textbook evaluation: external evaluation and internal 
evaluation. In external evaluation, sometimes called predictive evaluation, teachers 
evaluate the textbook by analyzing its contents, organization, explanations, and 
exercises. External evaluation can be carried out in two ways: initial evaluation and 
detailed evaluation (Pakkan, 1997).  Looking at the preface, contents, and abstract 
of the textbook, and analyzing the textbook to see the extent to which the textbook 
is suitable for learners' needs, the purposes of the course, and the institution 
represent the essential steps of initial evaluation. Detailed evaluation, on the other 
hand, as defined by Pakkan (1997), usually requires evaluation check lists and 
evaluation forms to make more detailed evaluations of textbooks. Ellis (1997), 
Grant (1987), McDonough & Shaw (1993), and Pakkan (1997) all agree that 
looking through a textbook, as part of an initial evaluation, can be a quite subjective 
form of evaluation; so, detailed evaluation is needed for more reliable and objective 
evaluation since it  usually provides information about how the materials are 
organized. In addition, detailed evaluation reveals information about vocabulary, 
study skills, and functions that are to be covered.  
In the second type of evaluation, internal evaluation, teachers evaluate the 
effectiveness of textbooks while actually using them in their classrooms (Grant, 
1987; McDonough & Shaw, 1993).  Ellis (1997) and Pakkan (1997) label this type 
of evaluation as in-use evaluation, or retrospective evaluation. Internal evaluation 
can be carried out in two ways: macro evaluation and micro evaluation (Ellis, 
1997). Macro evaluation is defined as an overall assessment of whether the 
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textbook worked well or not during teaching. In micro evaluation, the teacher 
chooses one particular unit or a teaching task and evaluates it in more detail in 
terms of its usefulness and suitability (Ellis, 1997). 
Textbook Evaluation Criteria 
 
In the evaluation of textbooks, a basic step is to find out the extent to which 
the textbook responds to the goals and objectives of students, teachers, and 
particular institutions. To achieve an effective evaluation, initially students’ needs 
and the purposes for teaching and learning a language should be clearly understood. 
Learners’ needs and purposes, and the goals and objectives of the institution and the 
course, should be defined so that the criteria for textbook evaluation can be framed 
properly. Preparing a reasonable, yet comprehensive, checklist of evaluation criteria 
can be a challenging job because of the need to incorporate so many important 
elements, including (a) the textbook’s fit with the curriculum, students, and 
teachers; (b) the author(s) / publisher(s) background; (c) physical characteristics of 
the textbook; (d) logistical characteristics of the textbook; and (e) physical 
conditions of the classroom where the textbook is to be used. 
A textbook’s fit with the curriculum is the first criterion to be taken into 
consideration while evaluating a textbook. Textbooks that are selected should be 
appropriate for the curricular goals and objectives of the institution (Brown, 1995; 
Byrd, 2001; Nunan & Lamb, 1998; Pakkan, 1997; Richards, 2001). In the case of a 
mismatch, the result may be failure (Byrd, 2001). When evaluating a textbook to 
determine its appropriacy at the curriculum level, teachers should verify the 
educational principles and approach that the textbook is based on. The extent to 
which the textbook syllabus agrees with the institution’s syllabus and whether the 
textbook is well-organized are to be questioned in the evaluation process. The 
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general language needs of target student populations, and their levels of language 
proficiency, are issues to be considered as well. The nature and form of any 
required internal or external language examinations are other questions to be posed 
in measuring a textbook’s relevancy to the curriculum of a particular institution. In 
addition, teachers need to question whether the language program is required or 
optional for students, or whether learning English is professionally and/or socially 
advantageous for the learners so that an objective evaluation can be carried out. The 
suitability of a textbook can change depending on whether the language program is 
required or optional. In the case of a required language program, more intensively 
designed textbooks may be preferable. However, in language programs where 
language learning is optional, a textbook that presents a general overview of the 
target language can be viewed as more suitable (Brown, 1995; Pakkan, 1997; 
Richards, 2001; Tomlinson, 1998). In addition, the consistency of lessons, 
techniques, and exercises in the textbook are other important points that teachers 
need to take into consideration while evaluating a textbook in light of a home 
institution’s curriculum (Brown, 1995; Byrd, 2001; McDonough & Shaw, 1993; 
Pakman, 1997). In short, textbooks should be responsive to curricula and course 
objectives. 
The second criterion is the textbook’s fit with students. Primarily, textbooks 
should be appropriate for the age level and language proficiency of learners 
(Brown, 1995; Byrd, 2001; McDonough & Shaw, 1993; Pakman, 1997). For 
instance, adopting a children’s textbook for adult learners will most probably not 
work. Similarly, selecting an intermediate textbook for beginner learners would be 
quite unreasonable and illogical. Secondly, learners' educational backgrounds and 
needs are two important considerations to be kept in mind when evaluating a 
  17 
textbook’s fit with students. Brown (1995) states that students with no language 
education background would have difficulty with textbooks that do not provide 
necessary background knowledge for what is being taught and learned.  
Teachers should also consider students’ purposes for learning a language. 
Students may need the target language to advance in their academic studies or 
survive when they go abroad. In the first case, textbooks addressing skills and 
strategies needed to support academic study could be viewed as effective textbooks, 
whereas, in the second case, textbooks that provide learners with exposure to the 
target language culture and general daily usage of the language would be a good 
match with the needs of the students (Brown, 1995; Byrd, 2001; Graves, 2000; 
Pakkan, 1997).  
Students’ interests should also be taken into consideration while evaluating a 
textbook’s fit with students (Brown, 1995; Byrd, 2001; Graves, 2000; McDonough 
& Shaw, 1993; Nunan & Lamb, 1998; Pakkan, 1997; Richards, 2001). Ideally, 
teachers should know a lot about their students (Byrd, 2001; Pakkan, 1997) in order 
to compare objectively what the textbook offers and the extent to which there is 
match between the textbook and students` interests. The textbook should include 
tasks, activities, and content that interest students so that students become more 
motivated to learn. 
Because each student has his own personality traits, preferences, likes, and 
dislikes, students differ from one another. These differences result in different 
learning styles being represented in every class. Some students prefer to learn by 
visuals whereas others prefer to listen to the teacher. Some may learn by doing and 
practicing on their own rather than watching or listening. In short, teachers should 
find an appropriate balance between students’ learning styles and evaluate the 
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textbook considering this balance. How a textbook responds to these differences is 
an important consideration in the evaluation of a textbook’s fit with students 
(Ehrman, 1996; Grant, 1987; Lightbown & Spada, 1999). 
Students’ cognitive and affective needs should also be taken into 
consideration when evaluating the suitability of a textbook. A good textbook should 
meet students’ future academic needs, including the ability to transfer what is 
learned in the language classroom to tasks done outside the class. In some settings, 
textbook activities, tasks, and techniques should allow students to solve problems, 
discover, analyze, and synthesize. In all settings, whatever is done in class based on 
the textbook should be motivating and challenging at the same time (Anderson, 
1999; Brown, 1995; Crawford, 2002). In sum, a well-suited textbook should 
respond to learners’ affective needs, motivating them to learn, building their self-
confidence, and guiding them in taking responsibility for their own learning. 
A textbook’s fit with teachers’ needs is the third criterion to be examined 
(Brown,1995; Byrd, 2001; Graves, 2000; McDonough & Shaw, 1993; Nunan & 
Lamb, 1998; Pakkan, 1997). Teachers should question whether they can handle the 
textbook, and whether the textbook meets their needs (Byrd, 2001). The textbook 
should be teacher friendly. In other words, teachers should be able to handle the 
textbook and the textbook should provide content that teachers find appropriate for 
carrying out the goals of the course and program. There should be a fit between the 
content of the textbook and the knowledge base of the teachers so that teachers can 
explain the contents of the textbook to their students. Supplementary materials, if 
available, should also be evaluated from the teachers’ perspective (Brown, 1995; 
Byrd, 2001; McDonough & Shaw, 1993; Pakkan, 1997). Textbooks that provide a 
teacher’s manual, audiotapes, workbooks, and answer keys are favorable since 
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supplementary materials, such as these, help teachers to teach effectively and 
realize the stated goals and objectives of their institutions (Brown, 1995). In short, 
textbooks should make a teacher’s job easier.    
The background of author(s) and publisher(s) is the fourth criterion to be 
taken into consideration in the evaluation of a textbook. Teachers need to ask if the 
author(s) has any relevant experiences (e.g., formal training in materials 
development or teaching) to write a textbook. Teachers might also try to determine 
if there are any other textbooks available written by the same author. Authors’ and 
publishers’ reputations represent other issues worthy of consideration. Another 
issue is if there is any published textbook by the same company (Brown, 1995; 
Pakkan, 1997; Tomlinson, 1998). A thorough textbook evaluation takes issues such 
as these into consideration. 
 The physical characteristics of textbooks are the fifth criterion that teachers 
need to question as part of the textbook evaluation process. Basically, there are four 
points related to physical characteristics that are worthy of consideration: layout, 
organization, editorial qualities, and material quality (Brown, 1995; Pakkan, 1997; 
Tomlinson, 1998). When evaluating a textbook’s layout, spacing, pictures, texts, 
and highlighting are important. The textbook should provide enough free space on 
each page. In addition, legibility, authenticity, and clarity of pictures and texts 
should be considered to determine the quality. Similarly, the number of pictures and 
number of texts should be adequate. The extent to which language components are 
focused on and whether the targeted skills are dealt with appropriately are worth 
considering as well (Brown, 1995; Byrd, 2001; Pakkan, 1997; Tomlinson, 1998). 
Organization is the next issue related to the physical characteristics of a 
textbook. A good textbook should have a table of contents that clearly sets out 
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which and in which order language skills, strategies, and structures are presented 
(Brown, 1995; Grant, 1987). A good textbook will also have indexes to help 
teachers and students find explanations, special lists, special tables and visual 
displays (e.g., verb conjugations) that might enable learners to comprehend better. 
Answer keys help both teachers and students before and after class. A glossary 
saves teachers time and makes vocabulary learning easier for students (Brown, 
1995; McDonough & Shaw, 1993; Nunan & Lamb, 1998; Pakkan, 1997). 
Editorial qualities and material quality are two other elements that teachers 
should keep in mind while evaluating a textbook’s physical characteristics. 
Accuracy of content and a clear and consistent editorial style are necessary. 
Directions and examples that are clear and easy to follow for both teachers and 
students are important to look for while evaluating a textbook (Pakkan, 1997). 
Brown (1995) suggests that teachers should also evaluate the quality of paper and 
binding, and the possibility of pages falling apart if there are any tear-out pages 
provided in the textbook. Crawford (2002) reinforces the importance of the quality 
of the material when she states “the quality of the material is… important because 
of its impact on learners and their motivation” (p. 85). 
Logistical characteristics of a textbook are the sixth criterion in evaluating a 
textbook. Logistical characteristics include the price, auxiliary parts (supplementary 
materials), and availability of the textbook. As Nunan and Lamb (1998) suggest, the 
price of the textbook should be usually one of a teacher’s primary concerns while 
evaluating a textbook. The price of the book should be affordable for both teachers 
and students (Nunan & Lamb, 1998; Pakkan, 1997).  
Supplementary materials that are available represent another logistical 
consideration (Byrd, 2001). Textbooks are often supplemented by audio-visual aids, 
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workbooks, software, and unit tests. Brown (1995), Byrd (2001), Crawford (2002), 
McDonough and Shaw  (1993), and Pakkan (1997) all agree that the audio-visual 
materials should be well-developed for teaching purposes, and that they should be 
well-integrated with textbook lessons. In addition, the sequence of the units and 
subjects in a textbook should be coherently linked. There should be consistency 
between the workbook and the textbook that is used in class. Software, when 
provided or available, must be evaluated in terms of an institution’s ability to 
provide necessary technical support. Moreover, unit tests that textbooks provide can 
be useful for teachers and students. Teachers can use those unit tests as sources for 
measuring students’ progress. Textbook availability remains as the final issue 
related with the logistical characteristics of a textbook. Teachers and students 
should not have any difficulty in obtaining the textbook (Brown, 1995; Pakkan, 
1997). Logically, the textbook should be easily accessible.  
The physical condition of the classrooms where the textbook is used is the 
seventh criterion that teachers should consider in the evaluation process (Brown, 
1995; McDonough & Shaw, 1993; Pakkan, 1997; Tomlinson, 1998). The number of 
students, classroom size, flexibility of seating arrangements, board space, available 
audio-visual equipment, time constraints (e.g., number of teaching hours allocated 
per week to language teaching), duration of class sessions, and the time of 
instruction are some factors that may affect language teaching efficiency. The 
activities and tasks that the textbook advocates should be appropriate for the 
classroom size. In addition, the activities and tasks should be compatible with 
available class time. These are all elements to be questioned by teachers while 
evaluating the textbooks' suitability for the course and the program (Brown, 1995; 
Pakkan, 1997; Tomlinson, 1998).  For instance, it would be unreasonable to choose 
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a textbook that favors large group work for small classes or where students cannot 
form groups due to space or furniture limitations. 
The seven considerations just presented (and which are summarized in Table 
2.1.) can be regarded as general textbook evaluation criteria. These seven 
considerations are derived from the professional literature. Although they are 
highlighted in the literature, there is no empirical research on the effectiveness of 
these seven considerations. 
Table 2.1. Summary of general textbook evaluation criteria 
         1. Textbook’ fit with the curriculum 
2.Textbook’s fit with students’ needs 
3.Textbook’s fit with teachers’ needs 
4.Background of author(s) and publisher(s) 
5.Physical characteristics of the textbook 
6.Logistical characteristics of the textbook 
7.Physical conditions of the classroom where the textbook is used 
 
Despite the importance of these seven general criteria, when textbooks are 
actually evaluated, more specific criteria take on greater importance. For instance, 
textbooks targeting particular skills should include elements necessary for the 
development of that particular skill. Academic reading textbooks, as an example of 
textbooks designed for skill instruction, should be evaluated in terms of whether 
they cover academic reading skills adequately and whether they are in line with 
current thinking about the skill. To develop this notion further, the next two sections 
will deal with reading in academic settings, students’ academic reading needs, and 
the elements of comprehensive academic reading textbooks. The issues covered 
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represent topics that should be considered when determining the appropriateness of 
a reading textbook.  
Reading in English for Academic Purposes  
Because reading is one of the most powerful sources of language input 
(Anderson, 1999; Crandall, 1995), many language programs adopt reading 
textbooks to guide their instruction and define their objectives. Reading is required 
in many aspects of life, including educational and many work place settings. In such 
settings, good reading skills ensure success and development. In other words, 
students need to read not only in class but also out of class for a variety of purposes 
(Crandall, 1995; Grabe & Stoller, 2001). The importance of reading abilities is 
explained well by Carrell and Grabe (2002) who say that “reading abilities are 
critical for academic learning” (p. 233). In addition, Anderson (1999) states that 
developed reading skills enable students to make progress and attain greater 
development in all academic areas. Moreover, teaching students how to read 
efficiently should be a major curricular goal. Grabe (1991) also explains the goal of 
reading instruction as follows: 
For teachers, the goal of reading instruction [is] to provide students  
with a range of effective approaches to texts —including helping  
students define goals and strategies for reading, to use prereading  
activities to enhance conceptual readiness, and to provide students  
strategies to deal with difficult syntax, vocabulary and organizational  
structure (p. 377).    
 
In addition, Carrell and Grabe (2002) suggest that reading is complex and the 
development of reading abilities is a challenging task, partially because it requires 
much time, many resources, and sustained effort. Because of these conditions, 
reading teachers face many challenges in the classroom. Teaching students how to 
utilize skills and knowledge that have been acquired before, develop vocabulary 
learning strategies and increase vocabulary storage, and develop reading 
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comprehension and reading rate are some responsibilities of a reading teacher. In 
addition, Grabe (1991) adds that reading teachers should help students use 
strategies successfully and monitor their own improvement. Some other 
responsibilities of reading teachers include teaching students to take responsibility 
for their own learning, enabling them to be involved in reading tasks, and  helping 
them to have increased motivation to read more (Carlisle, 2000; Carrell & Grabe, 
2002; Crawford, 2002; Grabe & Stoller, 2001). 
Because reading is a complex phenomenon (Carrell & Grabe, 2002; Grabe & 
Stoller, 2001), it cannot be defined easily. Nonetheless, Grabe and Stoller (2001) 
define reading as drawing information from a text and combining it with already 
acquired information. In addition, facts about reading can help to define reading. As 
stated by Grabe (1991), research on reading has revealed some facts about the 
development of reading skills, and these facts can help teachers enable their 
students to develop reading skills. The first fact is that reading is an active process 
because there is always interaction between what a reader knows and what s/he is 
learning from the text. In addition, a variety of subskills and strategies are required 
for the reader to construct meaning from the text and this makes reading an active 
process of getting information (Anderson, 1999; Doreen, 1999). Another fact about 
reading is that reading is a recursive process. Recursiveness in reading can be 
directly explained by means of what Zamel (1992) points out when she says that 
“reading is open to revision, reading is work in progress” (p. 472).  
In order to teach reading as active and recursive processes, teachers should pay 
attention to schemata activation, or activation of background knowledge (Carrell & 
Grabe, 2002; Grabe & Stoller, 2001; Leki, 1993). As Li and Munby (1996), and 
Janzen and Stoller  (1998) claim, background knowledge is important and it plays 
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an inevitable role in reading comprehension. Reading texts usually contain new 
information, new concepts, and/or new ideas, and they can have greater meaning 
when the readers relate this content to something that the individual reader already 
knows. This is why activation of background knowledge is necessary in reading.  
For Janzen and Stoller (1998), students who are familiar with the content of the 
texts that they are asked to read can deal with more difficult texts. Similarly, Li and 
Munby (1996) claim that “successful L2 readers [are] capable of using personal and 
general knowledge to associate with the text being read” (p. 205).  
There are a number of ways teachers can activate students’ background 
knowledge. First, students need to understand that, in reading, they need to activate 
their schemata and background knowledge because it will improve their 
comprehension abilities. Second, students should be provided with a variety of 
opportunities to activate their schemata or background knowledge. Activating 
student’s background knowledge can be achieved by a variety of techniques. 
Prereading activities, such as webbing, mapping, and brainstorming, are effective 
ways of activating schemata. Third, having students reread texts gives them practice 
in making connections with information already acquired.  Lastly, reading relevant 
texts on a similar topic can help students activate their schemata. Some of the 
advantages of providing related texts are explained by Shih (1992) who states that 
“new concepts and vocabulary are recycled and reinforced when students are asked 
to read related texts” (p. 295).  
Anderson (1999), Crandall (1995), Doreen (1999), Grabe and Stoller (2002), 
and Leki (1993) all agree that reading involves an interactive process. Thus, in 
comprehending a text, good readers use not only background knowledge but also 
the information in the text. Readers construct meaning through this interaction with 
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the text. Morino (1998) reinforces the importance of this interaction when stating 
that “in reading, readers read and react to what another person wrote” (p. 7). 
Another fact about reading is that efficient reading is rapid. This means that 
readers must read at a sufficient rate to comprehend and make connections and 
inferences (Carrell & Grabe, 2002; Grabe & Stoller, 2001). Defining a purpose for 
reading is another feature of the reading skill that teachers should know because 
having a purpose increases motivation and results in better readers (Doreen, 1999; 
Grabe & Stoller, 2001). Another important feature of reading, often seen as the 
essence of reading, is that it is a ‘comprehending’ process which can be defined as 
understanding what is being read. For Grabe (1991), ‘flexible reading’ can be 
regarded as an additional feature of reading. Reading skill naturally requires a range 
of strategies and various subskills such as skimming, scanning, and adjusting 
reading rate. In this sense, it is possible to define reading as flexible since when one 
strategy fails, the other strategies can be appropriate. 
 Next, it is a fact that reading develops over time. Obviously, a reader cannot 
become a fluent reader, or develop effective reading skills, after reading one book; 
so, the more students read, the better readers they become. In short, to become 
fluent readers requires a long-term effort and commitment. The last fact that Carrell 
and Grabe (2002) point out is that reading is a complex issue and it cannot be taught 
in a short time. The development of reading skills requires considerable time and 
resources.    
Reading abilities are required for a variety of reading purposes (Anderson, 
1999; Carrell & Grabe, 2002; Doreen, 1999; Grabe & Stoller, 2001).  These 
purposes are defined by Grabe and Stoller ( 2002) as follows: (a) Students read to 
search for simple information, (b) students read to skim quickly, (c) students read to 
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learn from text, (d) students read to integrate information that has been acquired 
before, (e) students read to search for information needed for writing, (f) students 
read to critique texts, and lastly, (g) students read for general comprehension. 
Reading for academic purposes is usually confined to reading to search for 
information, reading for general comprehension, reading to learn new information, 
and lastly reading to synthesize and evaluate information (Carrell & Grabe, 2002; 
Grabe & Stoller, 2001). 
Reading to search for information is one of the purposes for academic reading. 
Grabe & Stoller (2002) indicate that reading to search for information requires 
students to develop cognitive processes. Scanning a text for particular information 
(e.g., a date, name, word) and skimming a text in order to get the main idea are 
some skills needed for this purpose. In addition,  guessing where important 
information is through a combination of reading strategies can address the needs of 
reading to search for information (Carrell & Grabe, 2002;  Grabe & Stoller, 2001).  
Reading for general comprehension, as explained by Grabe and Stoller (2002), 
requires skills such as rapid and automatic word recognition, and the coordination 
of reading processes. Lower-level processes involve (a) lexical access, (b) syntactic 
knowledge, (c) semantic proposition information, and (d) working memory 
activation. Higher level processes involve (a) text comprehension, (b) the situation 
model of reader interpretation, and (c) prior knowledge use and inferencing. Both 
lower- and higher-level processing must occur rapidly for efficient reading. In 
addition, reading for general comprehension involves strongly developed skills in 
shaping a general meaning from a text. 
The third purpose for reading in academic settings is to learn information from 
a text. Reading to learn information requires formulating and recalling main 
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ideas/details, elaborating supporting ideas/details, and building knowledge of 
rhetorical frames (compare and contrast, narrative, argumentative, process, etc.). In 
addition, linking the text to the reader’s knowledge base, or inferencing, are two 
other abilities required to achieve this purpose (Anderson, 1999; Carrell & Grabe, 
2002; Grabe & Stoller, 2001). 
The last purpose for reading in academic settings is that students read to 
integrate information, write, and critique texts. Academic reading requires critical 
evaluation of what is being read and the integration of new information with already 
acquired knowledge (Anderson, 1999; Carrell & Grabe, 2002; Grabe & Stoller, 
2001; Janzen & Stoller, 1998). In addition, as Grabe & Stoller (2002) indicate, 
composing, selecting, and critiquing information from a text are other abilities that 
can be developed during reading. In this sense, whatever is done in planning and 
implementing reading classes (in terms of activities, tasks, assignments, choice of 
materials, design of curriculum, etc.) should fit with one of these purposes. 
There are some issues that may influence the development of reading skills in 
academic settings. Carrell and Grabe (2002) divide these issues into three parts: (a) 
linguistic and processing differences, (b) individual and experiential differences, 
and (c) socio-cultural and institutional factors. Linguistic and processing differences 
may have an effect on reading development abilities. Students’ native language and 
the target language may have different linguistic and processing structures and this 
may hinder the development of reading skill. Similarly, as Carrell and Grabe (2002) 
suggest, learners’ interaction with their native language and target language differs. 
Learners use different interaction processes. In addition, the two languages may 
differ in terms of socio-linguistic domains; all these factors can have an effect on 
learners’ reading development. Lastly, learners’ language proficiencies differ, and 
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learners carry out tasks differently for a variety of purposes (Carrell & Grabe, 
2002). These differences may influence the development of reading skill in 
academic settings.  
Individual and experiential differences among learners can affect the 
development of reading abilities as well. First of all, learners have different levels 
of reading abilities and they differ in the amount of exposure to target-language 
print. Secondly, students are motivated for different purposes. Lastly, students may 
be exposed to different kinds of texts in target language and different language 
learning sources (Carrell & Grabe, 2002). Because these three factors can have an 
important effect on students’ reading ability development, teachers should pay 
attention to them 
As for the last factor that may effect the development of academic reading 
ability, Carrell and Grabe (2002) suggest socio-cultural and institutional factors. 
Obviously, students may bring dissimilar socio-cultural backgrounds to the 
classroom. These differences may be more noticeable in some instructional settings; 
dissimilarities in socio-cultural background may cause differences in the 
development of reading skills. Moreover, expectations of educational institutions in 
native and target language cultures may differ; so, teachers should be aware of such 
differences because they may have an effect on reading skill development. 
Basically, the issues introduced above as linguistic and processing differences, 
individual and experiential differences and socio-cultural and institutional factors 
may have an effect on the development of reading skills. Teachers should take these 
factors into consideration during reading instruction and also in the evaluation of 
textbooks that they may use in academic reading classes.  
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Students’ Academic Reading Needs and Implications  
for Academic Reading Textbooks 
In academic reading settings, students’ reading needs should be addressed to 
help learners become more competent readers. Parallel to the depiction of reading in 
the previous section, students’ needs are many and varied. In general terms, as 
indicated in the literature, students need large vocabulary storage and various 
opportunities for recycling this vocabulary. Secondly, students need to recognize 
words rapidly and automatically. Recognizing purpose or becoming aware of 
reading purpose can be counted as the third need. Acquiring strategic reading skills 
and becoming aware of reading strategies represent other student needs. As the fifth 
need, integrating text information with students’ knowledge and/or activating their 
background knowledge are important in academic reading. Reading critically and 
acquiring evaluation skills can be regarded as two additional student needs in 
academic settings. In addition, students should be encouraged to read and take 
responsibility for their own learning. They should also be motivated to become 
personally involved in tasks, provided with opportunities to work collaboratively or 
on their own, and given opportunities to monitor their own learning (Carrell & 
Grabe, 2002; Grabe & Stoller, 2001).  Moreover, because students’ learning styles 
vary, they can benefit from being introduced to different learning styles. In addition, 
they need to be engaged with the target culture. Furthermore, exposing learners to 
texts without social biases (e.g., sexist and racist elements) is also important in 
academic reading settings. Another important element is engaging learners with 
authentic and created materials with real-life language use. Lastly, task variations, 
and the ability to incorporate the tasks flexibly, are elements that help teachers to 
respond to learners’ academic reading needs. Each one of these needs is worthy of a 
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more detailed explanation, though it should be noted that every instructional setting 
should conduct an on-site needs analysis to determine the real academic reading 
needs of its students (W. Grabe, personal communication, 07 July 2003). 
Vocabulary knowledge and automaticity in word recognition have a 
significant effect on learners’ comprehension of reading texts and acquisition of 
reading skills (Grabe & Stoller, 2002). First of all, academically-oriented students 
need large vocabulary storage and various opportunities for recycling this 
vocabulary. Vocabulary learning requires a long-term effort since one cannot learn 
vocabulary after one simple exposure. Limited vocabulary is one of the most 
serious obstacles to the development of reading skill. In addition, Anderson (1999) 
states that readability research has proven that vocabulary plays a crucial role in 
reading skill development as well as academic achievement of students; this 
research reveals that vocabulary storage is an essential component for improving 
reading skills. In this sense, in order to develop academic reading abilities, students 
need to have certain amount of vocabulary storage. 
Teaching vocabulary is an important part of reading instruction; it should be 
kept in mind while evaluating the effectiveness of a good reading textbook. 
Anderson (1999) and Grabe and Stoller (2001) propose some ways to enlarge 
students’ vocabulary in order to achieve advanced reading skill development. These 
suggestions include providing a print-rich environment, providing extensive reading 
opportunities, asking students to make word lists and keep diaries, incorporating 
prereading activities (e.g., brainstorming, semantic mapping, grouping, and 
categorizing) into instruction, guiding students in making predictions, and building 
students’ vocabulary recognition and fluency.  
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Recycling new vocabulary in subsequent reading passages and exercises in a 
textbook is another factor that teachers should consider when reviewing a reading 
book. Shih (1992) also points out the importance of recycling vocabulary in reading 
and she explains that in reading, “new concepts and vocabulary are recycled and 
reinforced” (p. 295). Based on what has been pointed out above, a good reading 
textbook should help learners build up a large vocabulary with provisions for 
different learning settings, extensive reading opportunities, and various vocabulary 
development activities. 
Secondly, students need to recognize words rapidly and automatically. 
Automaticity plays a vital role in reading skill development. Increasing automatic 
reading rate and automatic word recognition provide opportunities for developing 
cognitive skills (Anderson, 1999). Instead of reading one word at a time, readers 
who have developed automaticity can devote time to analyzing and synthesizing 
what is being read. Grabe and Stoller (2001) also highlight the importance of 
automatic recognition skills in reading comprehension and skill development. 
Similarly, Carrell and Grabe (2002) explain the importance of word recognition by 
stating that “word recognition exercises are probably useful for both older and 
younger L2 readers, enhancing fluency and raising students’ awareness of the 
processing demands of extended independent reading” (p. 238). Also, they add that 
vocabulary recognition is not automatic and it needs to be developed and practiced 
in order to be used effectively in conjunction with reading. Automaticity in reading 
has the additional benefit of increasing students’ motivation. A sense of 
achievement increases students’ willingness to read and use reading sub-skills 
(Anderson, 1999; Grabe & Stoller, 2001). At a practical level, a good reading 
textbook should include rapid word recognition exercises which improve learners’ 
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automaticity and increase their reading rate. Moreover, a good reading textbook 
should provide opportunities to help students become fluent readers. Crandall 
(1995) also suggests that a good reading textbook should offer sufficient interaction 
with a topic or text to develop content and related vocabulary knowledge. 
Depending on the academic reading needs of students, criteria for a reading 
textbook can be driven by using elements stated in this section. 
Thirdly, students need to recognize their purposes in reading. Before starting 
to read, Doreen (1999) and Grabe and Stoller (2001) highlight the importance of 
defining one’s purpose for reading. Moreover, when students become aware of their 
purposes for reading, they become more motivated (Anderson, 1999). The result of 
this motivation is increased student involvement and engagement with reading. In 
short, recognition of purposes for reading is one way to improve students’ reading 
skill; so, a good reading textbook should enable learners to have different purposes 
for reading and should provide learners with opportunities to determine their 
purposes for reading.   
Acquiring strategic reading skills and becoming aware of reading strategies 
represent other student needs. Strategic learning is the key to success not only in 
reading, specifically, but also in academic settings, more generally. Janzen and 
Stoller (1998) explain the vitality of strategic reading as follows: 
As a result of systematic strategy instruction and practice, students  
learn how to read effectively in the process of reading to learn. They  
become more autonomous and self aware readers who are actively  
engaged in meaning making. In addition, the strategic reading abilities  
that students develop in their L2 classes will prepare them for the  
reading demands that they are likely to encounter in future academic  
endeavors. (p. 264)   
 
In addition, Oxford (1990) agrees that learning strategies and affective factors 
are two inevitable elements that influence the rate of learning. 
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 Learning strategies are steps taken by students to enhance their own  
 learning. Strategies are especially important for language learning  
 because they are tools for active, self-directed involvement which is  
 essential for developing communicative competence. Appropriate  
 language learning strategies result in improved proficiency and  
 greater self-confidence. ( p. 1) 
 
Anderson (1999) claims that “as with comprehension, strategic instruction has a 
privotal role in all areas of a reading curriculum” (p. 73). Teaching readers how to 
use strategies should be a prime consideration in reading classrooms. Readers 
should also be able to evaluate the effectiveness of the strategies that they use. In 
this sense, one of the important goals of reading curricula should be to help students 
learn to use reading strategies effectively (Janzen & Stoller, 1998). In other words, 
students should be able to command various strategies and use them flexibly and 
effectively. As Anderson (1999) states, reading strategies can be divided into three 
types: cognitive strategies, metacognitive strategies, and compensating strategies. 
These strategies can be best explained through a chart (see Figure 2.1) taken from 
Anderson (1999, pp. 82-83). 
 
Cognitive Reading Strategies 
• Predicting the content of an upcoming passage or 
section of the text. 
• Concentrating on grammar to help you understand 
unfamiliar constructions. 
• Understanding the main idea to help you 
comprehend the entire reading. 
• Expanding vocabulary and grammar to help you 
increase your reading. 
• Guessing the meanings of unfamiliar words or 
phrases to let you use what you already know 
about English. 
• Analyzing theme, style, and connections to improve 
your comprehension. 
• Distinguishing between opinions and facts in your 
readings. 
• Breaking down larger phrases into smaller parts to 
help you understand difficult passages. 
• Linking what you know in your first language with 
words in English. 
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• Creating a map or drawing of related ideas to enable 
you to understand the relationships between words 
and ideas. 
• Writing a short summary of what you read to help 
you understand the main ideas. 
 
 
Metacognitive  Reading Strategies 
• Setting goals for yourself to help you improve areas 
that are important to you. 
• Making lists of relevant vocabulary to prepare for 
new reading. 
• Working with classmates to help you develop your 
reading skills. 
• Taking opportunities to practice what you already 
know to keep your progress steady. 
• Evaluating what you have learned and how well you 
are doing to help you focus your reading. 
 
 
Compensating Reading Strategies 
• Relying on what you already know to improve your 
reading. 
• Taking notes to help you recall important details. 
• Trying to remember what you understand from a 
reading to help you develop better comprehension 
skills. 
• Reviewing the purpose and tone of a reading passage 
so you can remember more effectively. 
• Picturing scenes in your mind to help you remember 
and understand your reading. 
• Reviewing key ideas and details to help you 
remember. 
• Using physical action to help you remember 
information you have read. 
• Classifying words into meaningful groups to help 
you remember them more clearly. 
 
                  Figure 2.1. Reading strategies (from Anderson, 1999, pp. 82-83) 
The importance of reviewing and recycling reading strategies in subsequent 
reading instruction should also be highlighted; and reviewing and recycling can be 
carried out either explicitly or implicitly in a good reading textbook (Janzen & 
Stoller, 1998). A good reading textbook should also encourage the appropriate use 
of both top-down/bottom-up strategies (Crandall,1995). Moreover, a good textbook 
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should offer opportunities for developing speed and fluency as well as accuracy. 
Including different text types, rhetorical genres and topics, and incorporating 
different reading tasks with different purposes are other important points (Crandall, 
1995; Grabe, 1991; Grabe & Stoller, 2002).  
Providing opportunities for monitoring one’s own progress and the inclusion 
of activities for self-assessment are some other points to be kept in mind during the 
evaluation of a reading textbook. Crawford (2002) admits that effective materials 
need to build in self-assessment tasks which require learner reflection. In short, a 
good reading textbook should contain self-assessments charts, such as reading rate 
charts, to help learners to see the extent to which they have made progress. 
Using metacognitive skills effectively, as Anderson (1999), Carrell and 
Carson (1997), Carrell and Grabe (2002), and Li and Munby (1996) say, is also 
widely accepted as a critical student need in academic reading classes. 
Metacognitive knowledge involves recognizing patterns of structure and 
organization, and using appropriate strategies to meet particular goals (e.g., 
comprehension of a text, or recalling information). It also includes adjusting reading 
rate, skimming parts of a text, previewing headings, formulating questions, using a 
dictionary, using word formation and affix formation to guess word meanings, 
taking notes, and summarizing information. Skill monitoring involves recognition 
of problematic information in a text, checking effectiveness of strategies that 
students use, and becoming aware of miscomprehension of a text. These student 
needs suggest that a good reading textbook should help students acquire reading 
strategies and enable learners to become more aware of metacognitive and strategy 
learning. Moreover, a good reading textbook should provide learners with multiple 
exposures to reading strategies. 
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Synthesis and evaluation skills are also required in academic reading 
classrooms. Readers in academic reading settings do not only focus on 
comprehension of the text, but they also evaluate, compare, and synthesize 
information with other sources and with what they know (Carrell & Grabe, 2002; 
Grabe, 1991; Grabe & Stoller, 2001). Thus, evaluation skills and synthesizing skills 
are vital components of academic reading skill instruction; so, addressing skills, 
such as synthesizing, analyzing, scanning and skimming skills are elements that a 
good reading textbook should cover. 
Students can develop their reading skills through intensive and extensive 
readings as well. Carrell and Carson (1997) say that “both intensive reading and 
extensive reading are necessary to prepare students for academic studies” (p. 47). 
According to what Anderson (1999) says, in intensive reading, the text is used for 
maximum development of comprehension skills (e.g., reading and writing about a 
subject; selecting, connecting, and explaining information; analyzing, synthesizing, 
and inferring from information; hypothesizing and predicting; formulating and 
asking questions; understanding and producing technical vocabulary and text 
features according to content areas). Intensive reading is vital in the sense that what 
students learn explicitly can help them during out-of-class readings. Extensive 
reading, on the other hand, can be defined as reading large amounts of text for 
general comprehension (Anderson, 1999). Carrell and Carson (1997) also explain 
what extensive reading is: 
[E]xtensive reading, in contrast to intensive reading, generally  
involves rapid reading of large quantities of material or target readings  
(e.g. whole books) for general understanding with the focus generally  
on the meaning of what is  being read than on the language (pp. 49- 
50).  
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Anderson highlights the importance of intensive and extensive reading by 
stating that “what makes a reader a good reader is that s/he has developed the 
strategies and skills through intensive reading that are then transferred to extensive 
reading contexts” (p. 43).  Carrell and Carson (1997) share Anderson’s views and 
explain that “both extensive reading and intensive reading are necessary to prepare 
students for academic studies” (p. 47). Carrell and Carson (1997) explain intensive 
and extensive reading as follows:  
Intensive reading with a focus on skills/strategies instruction has been  
shown to yield positive effects on second language reading. At the  
same time, students need the practice of extensive reading in order to  
orchestrate, coordinate and apply intensively acquired skills/strategies  
over the larger texts and multiple reading resources that are required in  
all academic course work (p. 47). 
 
Thus, students should be provided with opportunities for intensive and extensive 
reading throughout reading curricula.  
In addition to the academic needs just described, affective elements — such as 
motivation, personal involvement, self-confidence, perceived relevance and 
usefulness of subjects, and responsibility for one’s own learning — are worth 
consideration since students’ affective needs influence just about every aspect of 
language learning (Anderson, 1999; Brown, 1995; Byrd, 2001; Carlisle, 2000; 
Crawford, 2002; Janzen & Stoller, 1998; McDonough &Shaw, 1993; Pakkan, 
1997). Building students’ motivation and self-confidence, as major affective 
elements in a reading lesson, should be kept in mind. Motivation should be the 
primary concern while evaluating a reading textbook because when students are 
motivated, they read, learn, and use what they learn (Anderson, 1999). In order to 
increase motivation, interesting subjects that will stimulate students’ interests 
should be chosen (Janzen & Stoller, 1998). In this case, to create a more stimulating 
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learning environment, a good reading textbook should include interesting subjects 
that tap students’ interests. 
In order to help students build self-confidence, materials and tasks should be 
at the appropriate level of difficulty. Students develop feelings of self-confidence 
especially after experiencing success in challenging tasks (Anderson, 1999; Brown, 
1995; Byrd, 2001; Janzen & Stoller, 1998; McDonough & Shaw, 1993; Pakkan, 
1997). The inclusion of confidence-building tasks at an appropriate level of 
difficulty is another feature of a good reading textbook. 
In addition to motivation and self-confidence, students need to be personally 
involved in tasks and activities and take responsibility for their own learning. 
Carlisle (2000) and Crawford (2002) also suggest that students’ personal 
involvement in tasks and activities is important because it increases students’ 
motivation; so, in order to make students more eager to read, textbooks should 
include tasks which lead to personal involvement in the lessons. Moreover, for 
Tomlinson (1998), learners should perceive what is being taught as relevant and 
useful. Such orientations are regarded as vital for the development of language 
learning. Thus, the tasks and activities included in a reading textbook should be 
meaningful and useful from the learners’ perspective. Lastly, opportunities for both 
collaborative and individual study are important for learners in academic reading 
settings. 
That students have different learning styles  stemming from different 
backgrounds, personality traits, and preferences (Ehrman, 1996; Tomlinson, 1998) 
 is another element that cannot be disregarded in evaluating a reading textbook. 
Similarly, engaging students with the target language culture, and enabling them to 
compare the target culture to their own culture, can be important in academic 
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reading settings. When appropriate, textbook material should assist learners in 
identifying and building culturally variable information, and comparing the 
learners’ culture with the target culture (Crandall, 1995).  
Formal discourse structure knowledge is another component in academic 
reading skill development. Knowing the organization of text structure has an effect 
on reading comprehension (Anderson, 1999). Carrell and Grabe (2002), Grabe and 
Stoller (2001, 2002), and Li and Munby (1996) all agree that awareness of 
rhetorical organization patterns is important in developing reading comprehension. 
They suggest that increased awareness of text structure can be a strong predictor of 
advanced reading comprehension. To achieve formal discourse structure 
knowledge, readers should be aware of common rhetorical patterns (e.g., cause-
effect, classification, comparison and contrast, definition, description, narrative 
sequence of events, problem and solution, procedures) and different reading genres 
(e.g., letters, articles, stories, advertisements, scientific reports, reviews) so that they 
can understand the organization that makes reading comprehension easier 
(Anderson, 1999; Grabe, 1991; Grabe & Stoller, 2001; Janzen & Stoller, 1998). A 
good reading textbook should present discourse organizing principles that can 
increase students’ comprehension. Furthermore, a good reading textbook should 
cover discourse organization elements and include graphical elements that enable 
students to improve their reading skills (Grabe & Stoller, 2001). 
The presence of authentic and semi-authentic passages should be considered 
while evaluating a reading textbook. Richards (2001) defines authentic materials as 
those materials not specifically prepared for instruction. There can be advantages to 
using authentic texts in reading classes. First of all, authentic materials have a 
positive effect on learner motivation since they can be interesting. In addition, 
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authentic materials usually provide cultural information about the target culture 
which is one of the criteria that teachers look for in a reading textbook. As 
Crawford (2002) suggests, textbook materials should expose students to realistic 
language, whether it is authentic or not.  
Although there are many advantages to using authentic reading materials, it is 
not always possible to find authentic materials that are at the appropriate level; so, it 
might be necessary to use pedagogically-prepared materials to enable students to 
read texts at the appropriate level of difficulty (Richards, 2001). Pedagogically-
prepared materials can be defined as specifically developed instructional resources; 
most textbooks fall into this category. There are some advantages to using such 
materials. First of all, pedagogically-prepared materials can be motivating since 
they can address topics of interest to learners. In addition, these materials, by 
definition, do not contain very difficult language which is one of their strengths. 
Moreover, pedagogically-prepared materials are often built around graded syllabi.  
Richards (2001) highlights the importance of using both authentic and 
pedagogically-prepared materials when he says the following: “In many language 
programs, teachers thus use a mixture of created and authentic materials because 
both have their advantages as well as limitations” (p. 253). Using authentic and 
created materials can help teachers to engage students with the target culture and 
real-life language use.  
One of the best ways to engage learners with authentic and semi-authentic 
materials is to have content-based instruction. What Grabe and Stoller (2001) 
propose is similar. They suggest that a good reading textbook should have a content 
base to enable students to engage in authentic integrated-skills tasks. 
  42 
A good text should also include interesting topics and subjects that are 
coherently linked. In this way learners will be more eager to study reading and 
better motivated to learn. The reading texts, activities, and tasks should not be too 
simple, or too complicated. Another feature of a good reading textbook is the 
appropriate levels of complexity for the students’ intellectual level. Otherwise, 
students will become demotivated.  
Another important element in a good reading textbook is the presentation of 
reading instruction at three levels: prereading, during-reading, and post-reading. 
Prereading instruction activates students’ background knowledge, provides 
information for comprehension, increases students’ motivation and interests, and 
models strategies that students can use (Crandall, 1995; Grabe & Stoller, 2001). 
During-reading instruction is also important to help students understand difficult 
concepts. In addition, during-reading instruction helps students relate ideas in a text 
and provide purposes for reading. Moreover, strategic reading takes place in this 
stage (Crandall, 1995; Grabe & Stoller, 2001). As for the last stage, post-reading 
instruction ensures that students comprehend and extend the text. Enabling students 
to use the information they gather in a text, by completing some assigned tasks, is 
one option in this stage of a lesson.  
Equity in gender representation and the absence of racist elements are two 
important features of a good reading textbook. Textbooks are often criticized for 
gender and racist biases; so, these two criteria should be kept in mind during 
evaluation process (Crawford, 2002). 
A good reading textbook should also enable teachers to be flexible in 
instruction by providing various tasks and activities as well as sequencing options. 
Crawford (2002) explains the flexibility of a textbook as follows: “The activities 
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and materials proposed must be flexible, designed to develop skills and strategies 
which can be transferred to other texts in other contexts” (p. 86). Flexibility in 
responding to different learning styles is another criterion that is worth 
consideration. For Crawford (2002), materials need to be flexible enough to cater to 
individual and contextual differences.  She adds,  
Learning a language is largely an individual process as learners seek to  
integrate newly perceived information into their existing language  
system. It is essential for teachers to recognize the different  
backgrounds, experiences and learning styles that students bring to the  
language classroom, and the impact these experiences have on  what  
aspects of the input are likely to become intake’ (Crawford, 2002, p.  
87). 
Conclusion 
Even if prepared by experienced writers, textbooks only provide invaluable 
help to teachers and precious support to students when selected properly. Despite 
the fact that textbooks might define syllabi and save teachers time with their useful 
activities, tasks, and techniques, teachers need to evaluate textbooks carefully since 
not every textbook can be appropriate for every class, institution, and student group. 
When considering a textbook’s fit with curricular goals, objectives, and students, 
teachers should also evaluate a textbook’s own physical and logistical 
characteristics, and the physical conditions of the institution in which the textbook 
might be used. 
Because reading is one of the most important skills in academic language 
teaching, teachers in these settings should develop an understanding of the complex 
nature of reading, including an awareness of the active, recursive, and interactive 
process of reading, and the rapidity and flexibility of the reading skill. In addition, 
teachers should understand the importance of activating background knowledge 
during reading instruction. Defining purposes and being aware of various reading 
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purposes are two other important points to be taken into consideration in reading 
instruction.  
The academic reading needs of students should be considered when teaching 
reading and selecting reading textbooks. The academic reading needs of students 
can be briefly summarized as follows: need for large vocabulary storage and 
opportunities for recycling this vocabulary, rapid and automatic word recognition 
skills, reading strategies and strategic reading abilities, knowledge of formal 
discourse structure and different reading genres, practice in intensive and extensive 
reading, motivation, self-confidence and personal involvement, reading authentic 
and pedagogically-prepared texts, engagement with the target culture and real-life 
language use, and opportunities for collaborative and individual study and for 
monitoring one’s own progress. Textbooks that include activities that respond to 
students’ interests and proficiency levels are equally important in academic reading 
instruction. The needs summarized here should be critically considered while 
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CHAPTER 3: METHODOLOGY 
Introduction 
The major emphases of this study are to find out how teachers of Anadolu 
University’s School of Foreign Languages evaluate the intermediate-level reading 
materials that they are currently using and to discover whether any change in 
evaluation of reading materials occurs when teachers are trained in textbook 
evaluation. In order to explore these issues, this study addressed the following 
research questions: 
1- How do teachers at Anadolu University, School of Foreign  
  Languages, evaluate the reading materials that they are  
  currently using? 
2- What criteria do teachers at Anadolu University, School of  
  Foreign Languages, use in evaluating a reading textbook? 
3- To what extent do textbook evaluation criteria change when  
  teachers are trained in textbook evaluation?   
In this chapter, the participants involved in the study, the instruments used to 
collect data and the data collection and analysis procedures employed are discussed 
in detail.  
Participants 
The participants involved in this two-part study were language instructors 
from Anadolu University, School of Foreign Languages. Intermediate-level reading 
instructors were chosen to participate in the study because the intermediate level is 
the bridging level at Anadolu University; it is the level at which students are neither 
very proficient in English nor very low in their English proficiency. Seven 
instructors, all non-native speakers of English, participated in the first part of the 
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study. At the time of the study, in the 2003 spring term, all participants were 
teaching reading to intermediate-level students. Five of the participants were 
females; the other two were males. The instructors had different years of teaching 
experience, ranging from 1 to 12 years. In addition, the instructors ranged in age 
from below 25 to 36. For the second part of the study, four participants were chosen 
from among the seven participants. They were selected to represent a range of years 
of teaching experience. 
Among the four participants chosen for the second part of the study, three 
were females and one was male. As a group, they had different personal and 
professional profiles. Participant A was under 25 with one year of teaching 
experience. Participant B was 30 years old with 5 years of teaching experience. 
Participant C was 31 years old with 6 years of teaching experience. Lastly, 
participant D was 36 years old with 12 years of experience. Before starting to teach 
at Anadolu University, participant C taught English as a foreign language (EFL) at 
a private college and Participant D taught EFL at a state school. The other 
participants, participants A and B, started their teaching careers at Anadolu 
University after graduation. Participant A was teaching reading for the first time in 
the term when the study was conducted. Participant B and D had taught reading to 
beginning, elementary, and lower-intermediate level students before. Participant C 
had taught reading to elementary and upper-intermediate level students before.  
Instruments 
Three data collection instruments were employed by the researcher in this 
study; for the first part of the study, a Reading Material Evaluation Questionnaire 
was used. For the second part of the study, pre-training and post-training guided 
think aloud protocols were used. 
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The purpose of the Reading Material Evaluation Questionnaire was to find out 
how intermediate-level teachers at Anadolu University, School of Foreign 
Languages, evaluate the reading materials that they are currently using. The 
questionnaire (see Appendix A) consists of 5 parts (A-E), with a total of 49 
questions. Part A (with 6 questions) elicited background information from the 
participants. Part B (with 6 questions) targeted affective elements in reading 
textbooks. Part C (with 29 questions) was aimed at determining teachers’ attitudes 
toward the content of a reading textbook. Part D (with 3 questions) focused on other 
considerations related to textbooks, such as appropriateness of time allocated for 
teaching, and clarity of instructions. The last part, part E (with 5 questions), 
investigated participants’ perceptions of a teacher’s manual as a type of 
supplementary material. (See Table 3.1 for a summary break down of questionnaire 
items.) In part A, with questions 1, 2, 4, participants were asked to provide 
background information by selecting only the best response among 5 multiple-
choice alternatives. Questions 3, 5, and 6 in part A asked   participants to provide 
background information by selecting one or more possible items. In parts B through 
E, participants were asked to evaluate their intermediate-level reading materials by 
indicating the degree to which they agreed with questionnaire items using a 4-point 
Likert-type scale labeled as follows: SA= strongly agree, A= agree, D= disagree, 
and SD= strongly disagree. This questionnaire provided data for the first research 
question.  
The questionnaire items in parts B, C, D, and E were written to represent the 
features of a good reading textbook, as indicated in the professional literature (see 
chapter II). (See Table 3.2. for an inventory of questionnaire items by topics 
mentioned in the literature review.) During the questionnaire development process, 
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some of the items were changed, deleted, moved, or reworded based on feedback 
from piloting which was conducted with 2002-2003 MA TEFL students at Bilkent 
University. Some of the items were deleted because of overlap or repetition. Other 
items were moved, due to a mismatch with section headings and then placed in a 
more appropriate section. Some items were added because the original items did not 
properly complement the literature review. Most of the questions were reworded 
because they were either too broad, too narrow, or sometimes they were double-
barreled which might have caused ambiguity for participants and difficulty in 
interpretation. 
Table 3.1 Distribution of questionnaire items by section. 
Part of Questionnaire Number of Items 
A: Background information 6 
B: Affective elements 6 
C: Content of reading materials  29 
D: Other reading material considerations 3 
E: Teacher’s manual / answer key 5 
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 Table 3.2. Inventory of questionnaire items by topics in the literature  
 review. 
Major Topics 
Covered in the 
Literature 
Review 




* personal involvement 
* taking responsibility for learning 
* challenging and thought- provoking  
    activities 
* meaningful  and useful  activities  
* interesting topics 

























* studying common rhetorical patterns 
* providing a variety of genres 
11 
12 
Authenticity * including authentic materials 





* teaching reading strategies 






Vocabulary * including word recognition exercises 
* building up new vocabulary 
* grading vocabulary from simple to     
   complex 
* grading vocabulary from common to  
   rare 
* recycling vocabulary in reading texts 












* reflecting target culture 
* bringing out contrast and similarities of  
   target culture and students’ culture 







* free of racist elements 
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Major Topics 
Covered in the 
Literature 
Review 





* extensive reading 
* intensive reading 














* clear instructions for students 







* clearly suggested ideas/activities 
* practicality in preparation 
* provision of useful ideas 
* conformity between objectives and  
   teacher’s manual 







    
The purpose of the pre-training and post-training guided think aloud 
protocols, the second and third instruments used in the study, was to find out what 
criteria teachers at Anadolu University use while evaluating a reading textbook, and 
how their criteria change when they are trained on textbook evaluation. The think-
aloud protocols were referred to as “guided interviews” with participants; they were 
used as a way to minimize researcher interruptions and keep the participants 
talking. A think-aloud training instrument was developed to introduce participants 
to this form of data collection. For training purposes, the researcher used recorded 
think-aloud protocols done with Bilkent professors, Fredricka L. Stoller and Bill 
Snyder. To create the recordings, Fredricka L. Stoller and Bill Snyder were 
presented with a sample test prepared by teachers of Anadolu University (see 
Appendix B), and asked to evaluate it during a think-aloud session that was meant 
to serve as a model for later training of participants. (A test was used, rather than a 
reading text, to showcase the process of the think aloud with an item that was 
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familiar to participants. The use of a reading text could have influenced subsequent 
think-alouds with an unintended carry over of content, rather than process.) The 
participants, Fredricka L. Stoller and Bill Snyder, were asked to evaluate the 
effectiveness of the test in terms of the relevance of context, level of difficulty, and 
appropriateness of test item types. The guided think-aloud with Fredricka L. Stoller 
was conducted on January 6, 2003 at 10:00 a.m. The guided think-aloud with Bill 
Snyder was conducted on January 8, 2003 at 10:00 a.m. The first two sections of 
their think-alouds were transcribed so that they could be used to train four 
participants how to do think alouds. 
Before the first data collection think-aloud session, the participants were 
trained how to do think alouds in a 50-minute lesson. The think-aloud training 
lesson was developed by the researcher to familiarize the participants with ways of 
carrying out a think-aloud session. (See Appendix C for the think-aloud training 
lesson plan.) Based on feedback from the researcher’s advisor, Fredricka L. Stoller, 
the lesson plan was revised several times.  
Before the second think-alouds, the researcher conducted a workshop on 
textbook evaluation. The purpose of the workshop was to train teachers to evaluate 
textbooks, in particular reading textbooks, and raise their consciousness about the 
criteria used for textbook evaluation. The workshop plan was finalized after 
revising it several times in response to feedback from the researcher’s advisor. (See 
Appendix D for the workshop plan.) There were 40 participants in the workshop, 
including the four participants of the study. During the textbook evaluation 
workshop, teachers were asked to evaluate various reading textbooks (see Appendix 
I). The workshop took approximately 75 minutes. The language used in the 
workshop was English since all the participants were English language teachers. In 
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the first section of the workshop, participants were introduced to general textbook 
evaluation criteria. In the second section of the workshop, more specific reading 
textbook evaluation criteria were presented.  
The purpose of the second think-aloud was to find out how teachers’ textbook 
evaluation criteria changed after they are trained on textbook evaluation. In the 
second think-alouds, the participants were asked to do external textbook evaluation 
to find out textbook’s relevancy to the context and appropriateness for intermediate-
level students. In addition, they were asked to consider the difficulty level of the 
textbook for their intermediate-level students. The second think aloud sessions were 
shorter than the first think-alouds for all four participants although there was no 
time limitation. All participants preferred to use English, though sometimes they 
switched to Turkish. 
Data Collection 
Data required to answer the research questions of this study were collected 
three times by means of the questionnaire, and the pre-training and post-training 
think-alouds. The Reading Material Evaluation Questionnaire, the first data 
collection instrument, was completed by 7 intermediate-level reading instructors on 
March 24, 2003.  
The training of four participants on how to do think-alouds was carried out on 
March 24, 2003 from 09:30 – 11:00 in the morning. (See Appendix C for training 
lesson plan.) After the training session, the first actual recorded think-alouds were 
carried out between March 25-27, 2003, representing the first stage of collecting 
data to answer research question 2. Participants were asked to carry out an external 
evaluation of Active: Skills for Reading, Book 2 (Anderson, 2002a). The pre-
training think-aloud with participant A was carried out on March 25, 2003 from 
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13:00 – 14:00. (See Appendix E for excerpts of the think-aloud with participant A.) 
The pre-training think-aloud with participant B was carried out on March 25, 2003 
from 14:30 – 15:30. (See Appendix F for excerpts of the think-aloud with 
participant B.) The pre-training think-aloud with participant C was carried out on 
March 26, 2003 from 13:00 – 14:00. (See Appendix G for excerpts of the think-
aloud with participant C.) The pre-training think-aloud with participant D was 
carried out on March 26, 2003 from 14:30 – 15:30. (See Appendix H for excerpts of 
the think-aloud with participant D.) Participants were told to use either English or 
Turkish for the pre-training think-alouds; they all chose to use English, though they 
sometimes switched to Turkish. Participants’ Turkish utterances were translated 
into English and written in parenthesis in the transcripts. The amount of time that 
each participant used differed because there was no time limitation placed on the 
think-aloud sessions. These recorded pre-training think-alouds provided data for 
research question 2.  
Between the first and second guided think-aloud was the training workshop. 
In addition to four participants of the study, all prep-school teachers were invited to 
participate in the workshop. The purpose for inviting all teachers was to enable 
them to benefit from the workshop (see Appendix D). Teachers who were teaching 
different levels and different skills, with no teaching responsibilities at the time of 
workshop, participated. The workshop was carried out on April 11, 2003, by the 
researcher at Anadolu University.  
The same four participants were asked to evaluate Active: Skills for Reading, 
Book 3 (Anderson, 2002b) in the post-training think-alouds by means of external 
evaluation. The post-training think-alouds, were conducted from 14-17 April, 2003, 
after the textbook evaluation workshop. The post-training think-aloud with 
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participant A was carried out on April 14, 2003 from 14:00 – 15:00. (See Appendix 
E for excerpts of the post-training think-aloud of participant A.) The post-training 
think-aloud with participant B was carried out April 15, 2003 from 14:00 – 15:00. 
(See Appendix F for excerpts of the post-training think-aloud of participant B.) The 
post-training think aloud with participant D was carried out on April 16, 2003 from 
14:00 – 15:00. (See Appendix H for excerpts of the post-training think-aloud of 
participant D.) The post-training think-aloud with participant C was carried out on 
April, 17, 2003 from 14:00 – 15:00. (See Appendix G for excerpts of the post-
training think-aloud of participant C.) The post-training think-aloud sessions took 
less time than the pre-training sessions for each participant.  The participants chose 
to use English during think-aloud sessions. Pre-training and post-training think-
alouds provided data for research question 3. 
Data Analysis 
Questionnaire responses were analyzed through frequencies. The recorded 
think-alouds were transcribed and then interpreted. The pre- and post-training think-
alouds were compared for each participant and across participants. For each 
participant, pre-training transcripts were read to identify the participants’ textbook 
evaluation criteria. Post-training evaluation think-alouds were read in a similar way. 
Textbook evaluation criteria, in the form of words, phrases and concepts, both from 
the literature and from the participants themselves, were noted. Then, the transcripts 
were analyzed to identify the similarities and differences in reading textbook 
evaluations across each participant’s pre-training and post-training think-alouds. To 
identify changes in criteria between the pre- and post-training think-alouds, each 
participant’s guided think-alouds were reviewed again. Similarities and differences 
in words, phrases, and concepts were underlined. Then, the underlined sections in 
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each participant’s guided think-aloud transcriptions were analyzed. In the analysis 
of pre- and post-training guided think-alouds, the researcher looked for three major 
types of changes in each participant’s pre- and post-training guided think-alouds: 
the depth of discussion, the use of terminology with increased sophistication, and 
different focal points. The results of the analysis reveal whether teachers’ 
evaluation criteria change after they are trained in textbook evaluation. The results 
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CHAPTER 4: DATA ANALYSIS 
 
Introduction 
The aim of this study is to find out how teachers of Anadolu University’s 
School of Foreign Languages evaluate the intermediate-level reading materials that 
they are currently using and to discover whether any change in evaluation of reading 
materials occurs when teachers are trained in textbook evaluation. In order to 
explore these issues, three data instruments were used to collect data: a 
questionnaire, pre-training think-alouds, and post-training think-alouds. (See chapter 
3 for a detailed description of data-collection instruments.) The questionnaire was 
given to seven intermediate-level reading teachers. Among those seven teachers, 
four participants were chosen, based on differing years of teaching experience, for 
the think alouds. In this chapter, the results of the study will be presented. The focus 
of the chapter is on the analysis and interpretation of the data collected through 
textbook evaluation questionnaires of seven participants, and pre-training and post-
training think-alouds of four participants. 
Data Analysis 
In this section, the frequencies of each participant’s responses to the Reading 
Textbook Evaluation Questionnaire are presented to show the similarities and 
differences between and among study participants. In the second section of the 
chapter, the results of pre-training think-alouds and post-training think-alouds for 
each of the four participants are compared to depict the similarities and differences 
between and among the four participants. In the third section, each participant’s pre-
training and post-training think-alouds are compared to highlight the effects of 
textbook evaluation training on teachers. The chapter concludes with a summary of 
what has been discussed throughout the chapter. 
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Questionnaire Results 
 
The purpose of the Reading Textbook Evaluation Questionnaire was to find 
out how intermediate-level teachers at Anadolu University, School of Foreign 
Languages, evaluate the reading materials that they are currently using. This 
questionnaire provided data for the first research question: How do teachers at 
Anadolu University, School of Foreign Languages, evaluate the reading materials 
that they are currently using?  
In terms of the affective elements of currently used reading materials, 71 % of 
the participants believe that reading activities do not encourage the personal 
involvement of their students. Similarly, few participants felt that the reading 
activities that they were using were meaningful or useful for their students. In fact, 
approximately 43 % agree and equal numbers of the participants disagree that 
students find their reading activities meaningful and useful. However, other affective 
elements of currently used materials —such as enabling students to take 
responsibility for their own learning, providing challenging and thought-provoking 
activities, including language at the appropriate of level of difficulty — received 
mainly positive feedback from the participants. For instance, around 57 % of the 
participants agree that the reading activities that they use in class enable students to 
take responsibility for their own learning. A similar number of participants agree 
that the activities that they use provide students with challenging and thought-
provoking tasks. In addition, all participants agree that the reading materials are at 
the appropriate level of difficulty; 28,5  % of the participants strongly agree and the 
other 71 % agree on the appropriateness of the difficulty level of  currently used 
materials. (See Table 4.1. for a summary of participants’ responses to the 
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questionnaire items related to affective elements of currently-used reading 
materials.) 
Table 4.1.  Summary of Participants’ Responses for Questionnaire Items Related 
to Affective Elements of Currently-Used Reading Materials. 
 
Affective Elements in Reading Materials 






























1. The reading activities encourage the personal 
involvement of students. 
14 % 14 % 71% _____ 
2. The reading activities enable students to take 
responsibility for their own learning. 
14 % 57 % 28,5 % _____ 
3. The reading activities are challenging and thought-
provoking. 
28,5 % 28,5 % 28,5 % _____ 
4. Students find the reading- related activities 
meaningful and useful. 
_____ 43 % 43 % 14 % 
5. The topics of reading materials are interesting to 
students. 
_____ 28,5 % 57 % 14 % 
6. The level of the materials is appropriate for 
intermediate-level students. 
28, 5 % 71 % _____ _____ 
Note: Percentages have been rounded off. 
 
In terms of the content of the reading materials used at the intermediate level, 
all participants agree that the reading activities in the material that they are using are 
not flexible enough to allow for variety in teaching. Nor do the reading materials 
respond to different learning styles. Similarly, all participants believe that the 
intermediate-level reading materials do not provide enough visuals, photographs, 
and pictures. Nor do the reading materials incorporate writing practice. In regards to 
the provision of different reading purposes and different reading strategies, each of 
the participants supposes that students are introduced to different reading purposes 
and reading strategies. Yet, approximately 14 % of the participants disagree and  
28,5 % strongly disagree that students are provided with opportunities to transfer 
reading strategies to other reading tasks. 
In terms of vocabulary teaching in the intermediate-level reading materials, the 
participants had positive attitudes. A large number of participants, approximately 71 
% of the participants, think that currently-used reading materials provide word 
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recognition exercises and help students to build up new vocabulary. In spite of their 
positive attitudes towards vocabulary teaching, every single participant disagrees or 
strongly disagrees with the idea that vocabulary is graded from simple to complex 
and from common to rare in their materials. However, the participants have 
conflicting opinions on the recycling of vocabulary in their reading materials. Forty 
three percent agree that reading materials recycle new vocabulary, but 57 % either 
disagree or strongly disagree that their reading materials recycle new vocabulary. 
Another result of the questionnaire is that every one of the participants  agrees, 
to some extent, that the reading materials are free of racist and sexist elements. 
Besides, around 14% of the participants strongly agree and approximately 57 % of 
the participants agree that the reading materials that they use cover target culture 
elements. On the other hand, approximately 42 % believe that the reading materials 
do not bring out contrasts and similarities between the target culture and students’ 
own culture. Real-life language use was another element to be evaluated. Around 71 
% of the participants disagree that reading materials used for intermediate-level 
reflect real-life language use. 
Participants were asked to evaluate the reading materials that they are currently 
using by considering their incorporation of common rhetorical patterns, various 
reading genres, and authentic and semi-authentic passages. Around 14 % of the 
participants strongly agree and 71 % agree that the reading materials are effective in 
providing students with opportunities to study common rhetorical patterns. On the 
other hand, approximately 43% of the participants disagree and 14 % of the 
participants strongly disagree (57 % combined) that the reading materials provide 
exposure to various reading genres. Similarly, there is a difference among 
participants’ perceptions of the use of authentic materials because approximately 
  60 
43% of the participants agree that the reading materials are authentic, but around 
57% believe that the reading materials are not authentic. The percentage, however, 
changes when participants evaluate the reading materials in terms of semi-
authenticity. Most of the participants, approximately 71 %, either strongly agree or 
agree that the reading materials that they are using are semi-authentic, or 
pedagogically prepared. However, 28,5 % of the participants claim just the opposite. 
In terms of the content of the reading materials, the participants were asked to 
evaluate the reading material in terms of its effectiveness in teaching and recycling 
reading strategies and covering worthy content. All participants believe that the 
reading materials that they are using are effective in teaching reading strategies. In 
spite of full agreement on reading strategy coverage, around 14 % of the participants 
believe that strategies are not recycled adequately in subsequent reading texts. 
Participants have a moderate range of views about the content worthiness of the 
reading materials that they are currently using because 28,5 % of the participants 
strongly agree and 28,5 %  agree that the content covered in the reading materials is 
worthy. However, around 43 % believe that content is not worth covering. 
Participants were asked to evaluate the reading materials that teachers are 
currently using in terms of (a) attention to the activation of background knowledge, 
(b) provisions for fluency development opportunities, and (c) extensive and 
intensive reading opportunities. Most of the participants, 28,5 %, strongly agree and 
approximately 43 % agree (71,5 % combined) that the reading materials activate 
students’ background knowledge. Yet, 28,5 % of the participants do not believe that 
the reading materials activate students’ background knowledge. There is no 
conformity among participants in evaluating the effectiveness of the materials in 
terms of reading fluency development because only 28,5 % believe that there are 
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fluency development opportunities and the other 57 % either disagree or strongly 
disagree that there are fluency development opportunities. There is a more positive 
attitude among participants that the reading materials enable students to do extensive 
and intensive readings because 28,5 % strongly agree and approximately 57 % agree 
(for a total of 85,5 % positive responses) that readings provide extensive reading 
opportunities. Similar to the previous point, 28,5 % of the participants strongly agree 
and around 43 % agree (for a total of 71,5 % positive responses) that students are 
provided with intensive reading opportunities for maximal development of their 
reading comprehension.  
Since pre-, during- and post-reading instruction is important in academic 
reading classes, the participants were asked to evaluate their reading materials in 
terms of pre-, during-, post-reading stages. The majority of the participants evaluated 
pre-, during-, and post-reading instruction positively. Around 14 % of the 
participants strongly agree and 43 % of the participants agree (for a total of 57 %) 
that pre-, during-, post reading instruction is successfully presented in the reading 
materials that they are currently using. On the other hand, there is an equal number 
of contradictory views because approximately 43 % of the participants disagree that 
the reading materials have pre-, during-, and post-reading instruction. (See table 4.2. 
for a summary of participants’ responses to the questionnaire items related to content 
of currently-used reading materials.) 
Table 4.2. Summary of Participants’ Responses for Questionnaire Items Related to 
Content of Currently–Used Reading Materials. 
 
C- Content of Reading Materials  





























7. The reading activities are flexible enough to  
    allow for variety in teaching  (e.g., visuals,    
    context, recordings). 
_____ _____ 71 % 28,5 % 
  62 
8. The reading materials oblige students to read  
    for different purposes (e.g., read for searching  
    information, read to learn information, read to  
    evaluate, and read to synthesize) 
43 % 57 % _____ _____ 
9. The activities are structured to respond to  
    students’ different learning styles (e.g.,               
    visuals for visual students, listening materials  
    for auditory students, and role plays for  
    kinesthetic students). 
_____ _____ 57 % 43 % 
10. There are visuals, photographs, pictures, and  
      illustrations that assist students in reading  
      comprehension. 
_____ _____ 28,5 % 71 % 
11. There are opportunities for students to study  
       common rhetorical patterns (e.g., cause-       
       effect, classification, comparison and  
       contrast, narratives, problem and solution). 
14 % 71 % 14 % _____ 
12. There is a variety of reading genres (e.g.,  
      articles, letters, manuals, advertisements,  
      scientific reports, stories, jokes, poems,           
      songs, riddles, crossword puzzles) included  
      in the reading materials. 
_____ 43 % 43 % 14 % 
13. The reading texts are authentic. _____ 43 % 57 % _____ 
14. The reading texts are semi-authentic  
      (pedagogically prepared materials). 
14 % 57% 28,5 % _____ 
15. The materials teach reading strategies (e.g.,  
      predicting, skimming, scanning,  
      summarizing,, paraphrasing, inferencing,   
      synthesizing, understanding the main idea,     
      guessing meaning  from context, analysing,  
      identification discourse markers). 
57 % 43 % _____ _____ 
16. The reading texts are sequenced to recycle  
      academic reading strategies. 
_____ 86 % 14 % _____ 
17. The content of the reading materials is worth  
      covering in class. 
28,5 % 28,5 % 43 % _____ 
18. The reading materials include word  
      recognition exercises. 
14 % 57 % 28,5 % _____ 
19. The reading texts help students to build up    
      new vocabulary. 
14 % 57 % 14 % 14 % 
20. The vocabulary items are graded from  
      simple to complex. 
_____ _____ 71 % 28,5 % 
21. The vocabulary items are graded from  
      common to rare. 
_____ _____ 71 % 28,5 % 
22. New vocabulary reoccurs in subsequent 
       reading texts within units. 
_____ 14 % 57 % 28,5 % 
23. New vocabulary is recycled in subsequent _____ 43 % 43 % 14 % 
24. The reading materials reflect the target  
      language 
14 % 57 % 28,5 % _____ 
25. The reading materials bring out contrasts  
      and similarities between the foreign culture  
      and the culture of students. 
_____ 57 % 43 % _____ 
26. The reading materials reflect real-life _____ 28, 5 % 71 % _____ 
27. The reading materials are free of racist    
      elements. 
43 % 57 % _____ _____ 
28. The reading materials are free of sexist  
     elements. 
43 % 57 %  _____ _____ 
29. The reading materials enable teachers to  
      activate students’ background knowledge. 
28,5 % 43 % 28, 5 % _____ 
30. The reading materials provide fluency _____ 28,5 % 43 % 14 % 
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      development opportunities (e.g., paced 
      activities to increase reading rate). 
31. The reading materials enable students to  
      do some out of class readings (extensive 
      reading). 
28,5 % 57 % 14 % _____ 
32. Reading materials are structured for  
      maximal development of students’ reading  
      comprehension abilities.  
28,5 % 43 % 28,5 % _____ 
33. Reading materials are organized to help  
      students transfer reading strategies and skills  
      from one text to another. 
14 % 57 % 28,5 % _____ 
34. The reading materials incorporate writing  
      into reading. 
_____ _____ 57 % 43 % 
35. Reading instruction is carried out through  
      three stages: Prereading, while reading, and  
      post reading. 
14 % 43 % 43 % _____ 
   Note: Percentages have been rounded off. 
 
In terms of other textbook evaluation considerations, an assessment of realistic 
time allocations and clarity of instructions for both teachers and students was 
requested. All participants revealed positive attitudes towards the reading material in 
the sense that they all believe the amount of reading materials to be covered is 
realistic for the time allocated for reading classes in their program. Similarly, around 
14 % of the participants strongly agree and 71 % of the participants agree (85 % 
combined) that instructions are clear for students. Clarity of instructions in the 
materials being used, from the students perspective, was considered problematic for 
approximately 14 % of the participants. In contrast, none of the participants viewed 
clarity of instructions for teachers as a problem; all participants believed that the 
instructions provided were clear enough to guide teachers in their teaching. (See 
Table 4.3. for a summary of participants’ responses to questionnaire items related to 
other reading material considerations of currently-used reading materials.) 
Table 4.3. Summary of Participants’ Responses for Questionnaire Items Related to 
Other Reading Material Considerations of Currently-Used Reading Material 
 
D- Other Reading Material Considerations  






























36. The amount of reading materials to be  
      covered is realistic for the time allocated for  
28,5 %  71 % _____ _____ 
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      reading classes. 
37. Instructions are clear and precise for students. 14 % 71 % 14 % _____ 
38. Instructions are clear enough for teachers 
      to guide students in the successful completion  
      of activities. 
28,5 % 57 % _____ _____ 
Note: Percentages have been rounded off. 
 
In terms of the effectiveness of the teacher’s manual, participants reveal 
contrasting views. Twenty-eight percent of the participants either strongly agree or 
agree that suggestions in the teacher’s manual are clear, whereas approximately 57 
% believe that suggestions in teacher’s manual are not clear. Similarly, around 43 % 
agree and 43 % disagree that the teacher’s manual helps teachers to save up time. 
There is conformity among participants when assessing the clarity of objectives in 
the teacher’s manual; all participants believe that objectives are not clearly stated in 
the teacher’s manual. (See Table 4.4. for a summary of participants’ responses to 
questionnaire items related to teacher’s manual / answer key of currently-used 
reading materials.) 
Table 4.4. Summary of Participants’ Responses for Questionnaire Items Related to 
Teacher’s Manual/ Answer Key. 
 
E- Teacher’s Manual/ Answer Key  






























39. Suggestions for the use of the textbook are  
clear in the teacher’s manual. 
14 % 14 % 28,5 % 28,5 % 
40. The teacher’s manual helps teachers save  
time on class preparation. 
43 % _____ 28,5 % 14 % 
41. The teacher’s manual provides practical  
activities / ideas for teachers to use in their reading 
_____ 28,5 % 43 % 14 % 
42. There is comformity between the aims 
 stated in the teacher’s manual and the  
 activities in the textbook. 
_____ 28,5 % 28,5 % 
 
14 % 
43. Objectives for reading instruction are  
clearly stated in the teacher’s manual. 
_____ _____ 57 % 14 % 
Note: Percentages have been rounded off. 
 
There are two other elements that teachers were asked to consider in relation to 
the teacher’s manual of currently used reading materials. The participants mainly felt 
that the teacher’s manual does not provide practical activities /ideas for teachers to 
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use in their classrooms; only 28,5 % of the participants agree that it does. 
Correspondingly, only 28,5 % of the respondents believe that there is conformity 
between the aims stated in the teacher’s manual and the activities in the textbook. 
Pre-training Think-Alouds 
The purpose of the pre-training think-alouds was to find the answer to the 
second research question: What criteria do teachers at Anadolu University, School of 
Foreign Languages, use in evaluating a reading textbook? (See Appendix M for 
detailed summary of pre-training guided think-alouds of each participant.) In the  
pre-training think-alouds, all four participants engaged in external textbook 
evaluation; they all focused on the title of the textbook, potential student interest in 
the topics, and visual support (i.e., pictures) to enhance reading materials. In 
addition, they looked at vocabulary teaching activities, exercises, and the ways in 
which reading skills are dealt with. Despite these similarities, each participant 
focused on different items, distinguishing participants from one another. For 
instance, in his/her external evaluation, participant B looked at whether any 
grammar teaching was incorporated into the reading textbook by stating “I can’t see 
any grammar point here. Personally, I believe that to teach grammar or to exercise 
grammar, reading is really good method.”  In addition, the usefulness of vocabulary 
was deemed important by participant B when s/he stated “As teachers, we should 
focus [on] whether the vocabulary that a certain book presents [is] useful or not.” 
The color of the book was another element that caught participant B’s attention. 
Moreover, participant B also considered issues related to pace to determine if the 
currently used materials could be completed in the allocated time. The important 
feature noticed by participant C in his/her external evaluation included opportunities 
to activate background knowledge, variation in exercise types, length of reading 
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texts, and the flexibility provided by the activities. For instance, participant C 
commented on the flexibility of the textbook that s/he evaluated in the pre-training 
think-aloud when s/he stated “I don’t feel myself flexible [with] such an organized 
book because everything is organized here and in the same way.” Different from 
other participants, participant D focused on the questionnaire-type exercises that 
were used in the textbook to add variety to teaching and the design of the textbook. 
Provisions for addressing students’ own culture and a lack of attention to 
organizational patterns were also observed by participant D in his/her external 
textbook evaluation. Participant D highlighted the importance of addressing 
students’ own cultures and organizational patterns. When looking over Hi, Doruk, 
the title of a reading passage in Active Skills Book (Anderson, 2002a, p. 89),  s/he 
read and  said “Hi, Doruk …So, Turkish person, I am looking for some cultural 
things in the book … organizational patterns. [They are] missing here,” [Note: 
Doruk is a Turkish name, representing a part of Turkish culture]. 
There are other elements that were focused on by two or three of the 
participants. Participants B, C, D looked for clarity of instructions in the textbook. 
Participants C and D looked at the difficulty level of the reading passages. 
Participant D made this point by stating, “The appropriateness of vocabulary and the 
level. It’s good. It’s appropriate for the level. I think it’s not too difficult.”  
Legibility of print, on the other hand, was the focal point for participants A and B. 
Post-training Think-Alouds  
The purpose of the post-training think-alouds was to find the answer to 
research question 3: To what extent do textbook evaluation criteria change when 
teachers are trained in textbook evaluation? In the post-training think alouds, the 
four participants again did an external evaluation, combining initial and detailed 
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textbook evaluation, as defined in chapter 1. There were two elements, vocabulary 
teaching and exercise types, that were focused on by each participant. Besides these 
two features, each participant focused on different and sometimes similar elements. 
Of particular relevance to the research question is the fact that the elements that 
participants dealt with in the second think alouds are usually different from what 
they have focused on in the first think alouds. This difference can be interpreted to 
be a result of the training provided to participants after the first think-alouds. 
As in the pre-training think-alouds, the four participants differed from one 
another on some particular criteria. For instance, participant A found the integration 
of writing into reading-skills instruction useful. In addition, real- life skills and the 
quality of pictures were focal points for participant A; these features were not 
mentioned by the other participants. Participant B distinguished himself/herself from 
other participants by focusing on clarity of instruction, organization of units, and 
legibility of letters. S/he made these points by stating “instructions are clear enough 
and the overall language is quite clear not only for the students but also for 
teachers.” This participant also pointed out how well organized the pictures and texts 
were, and observed “legible letters. Yes.”  Moreover, only participant B commented 
on the price of the book as an important criterion for textbook evaluation. 
Organizational patterns, cultural elements, strategy training, and physical appearance 
of the book were features that participant C looked for in a reading textbook, making 
his/her assessment different from the other participants. The predominant criteria for 
participant D were the integration of skills, the provision of supplementary 
materials, and the teacher’s manual as a time saver for teachers For instance, s/he 
stated, “teacher’s book with answer key and lesson notes. It’s good. It helps to save 
time.” 
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In addition to unique observations made by each participant, there are elements 
that were focused on by two or three of the participants in their external evaluations. 
Participant A, B, D focused on the topics of the reading texts and tried to determine 
whether the topics would be interesting or not for intermediate-level students. 
Participant D highlighted the importance of providing interesting topics to students 
by stating that “the topics studied are really interesting for my students. The book 
seems interesting [and] enjoyable for my students.” Participants B, C, D wanted to 
ascertain whether the texts and vocabulary were at the appropriate level of difficulty 
for students. Activation of background knowledge was the concern of participants C 
and D. Development of reading skills was important for participants A, B, and C in 
that they all focused on reading skill development exercises. One of the concerns of 
participants A and C was the length of the reading passages. This can be illustrated 
by participant C who said, “The texts are not too long to read because students get 
bored when texts are so long. They always complain about the length of the text.” 
They all believed that the length of reading passages was important for evaluating a 
reading textbook. Lastly, participants A and B agreed that it was important that 
vocabulary be graded from simple to complex and from common to rare for 
vocabulary teaching. In participant B’s post-training think-alouds, s/he made this 
point by stating, “Graded activities from simple to complex can be seen. From 
warm-up … to the end of unit, it looks well.” (See Appendix N for an inventory of 
participants’ post-training think-aloud comments; see Appendix P for inventory of 
post-training think-aloud comments by participants, addressed in workshop but not 
covered in Reading Material Evaluation Questionnaire.) 
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Similarities and Differences in Each Participant’s 
Pre- and Post-Training Think-Alouds 
In the previous sections, similarities and differences among participants in pre- 
and post-training think-alouds were presented. To be able to answer the third 
research question (i.e., To what extent do textbook evaluation criteria change when 
teachers are trained in textbook evaluation?), one must extend the data analysis. 
Comparing participants only with each other does not provide an accurate answer to 
the question; so, it is necessary to compare each participants’ pre- and post-training 
think-alouds.  
Participant A 
 Participant A repeated some observations in both pre-training and post-
training think-alouds. First of all, s/he focused on real-life skills in both sessions. 
S/he evaluated the usefulness of the pictures in the reading textbook. Vocabulary 
comprehension exercises and their types were also highlighted by participant A in 
both pre- and post-training sessions. The incorporation of topics that would interest 
students and increase their motivation was also of concern to participant of A. 
There are also differences in participant A’s pre- and post-training think-
alouds. In the pre-training think-aloud, s/he evaluated the reading textbook in terms 
of its organization and the types of questions that were posed. Moreover, because 
participant A was aware of the fact that legibility is important for a reading textbook, 
s/he pointed it out by stating, “Written things are … büyüklüğü yazıların [font size 
of letters]. Legible. They are big enough to read them.”  In the post-training think-
aloud, participant A focused on the length of the reading passages, an observation 
that was missing from his/her pre-training think-aloud. S/he made this point by 
stating “It’s too long, I think, because always talking about the same unit for a long 
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time can be boring.”  Incorporating writing into reading and grading activities from 
simple to complex were also highlighted by participant A in the post-training think-
aloud. Such observations were not made earlier. During the post- training think-
alouds, participant A used more meta language (i.e., terminology) used during the 
textbook evaluation training session. For instance, s/he used phrases, such as 
‘logistical characteristics’ or ‘the quality of the material’.  
Participant A’s pre- and post-training think-alouds reveal some similarities and 
differences. In the pre-training session, participant A highlighted real-life skills 
sections, usefulness of pictures, vocabulary exercises and types of exercises, and 
provisions of interesting topics to students. These elements were also underlined in 
the textbook evaluation workshop. Participant A carried over these elements to post-
training think-aloud session to highlight their importance. The importance of these 
elements was reinforced by participant A in the post-training think-aloud session. 
The organization of reading passages and related questions, and legibility of print 
were highlighted in the pre-training think-aloud by participant A, and  at the 
textbook evaluation workshop by the researcher, but the emphasis on legibility of 
print and organizations of reading passages was not reinforced by participant A in 
his/her post-training think-aloud. Length of reading passages, incorporation of 
writing into reading, and grading of activities from simple to complex were 
highlighted during the textbook evaluation workshop and also by participant A in 
his/her post-training think-aloud. The differences, summarized above, might provide 
evidence for the effect of textbook evaluation training. These differences may 
suggest that the participant became aware of some textbook evaluation criteria that 
were possibly vague, unknown, or considered unimportant to the participant before 
the training. (See Appendix M for an inventory of participant A’s pre-training 
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guided think-aloud comments; see Appendix N for an inventory of participant A’s 
post-training guided think-aloud comments; see Appendix O for participant A’s 
comments on topics addressed in the pre-training think-aloud and workshop but not 
covered in the Reading Material Evaluation Questionnaire; see Appendix P for 
participant A’s comments on items that were addressed in the workshop and in the 
post-training think-aloud but not covered in the Reading Material Evaluation 
Criteria.) 
Participant B 
In both pre-training and post-training think-alouds, participant B pointed out 
some similar criteria. For participant B, engaging learners with interesting topics and 
providing learners with useful and well-organized pictures were important enough to 
be highlighted in both pre-training and post-training think-alouds. Similarly, the 
legibility of letters was a serious enough issue to be mentioned two times, in both 
pre- and post-training guided think-alouds. Clarity of instructions can be counted as 
the last similarity in participant B’s pre- and post-training guided think-alouds. 
The differences between the pre-training and post-training think-alouds of 
participant B are greater in number when compared to participant A. In the pre-
training think-alouds, participant B evaluated the materials to see whether any 
grammar study was incorporated into the textbook. The usefulness of vocabulary 
and provisions for communicative activities were also important for participant B in 
the pre- training think-aloud. The color, cover, and name of the book were also 
mentioned by participant B in the pre-training think-alouds. This can be illustrated 
by this quotation “First of all, the color is really important. The cover of the book 
and the name of the book should be well. Active is fine and the color is [fine] of 
course.” Whether students could complete the tasks or units in the allocated time 
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was also one of the concerns of participant B before training; s/he stated, “The pace 
is important. How fast will the teacher be doing this reading.”  
After the textbook evaluation training, participant B focused on some other 
crucial criteria. For instance, s/he stated the importance of certain affective elements 
and evaluated the textbook in terms of its effectiveness in responding to students’ 
affective needs. S/he made this point by stating, “I’ll look at the text and questions 
concerning the affective elements … including [the] possibility for personal 
involvement, thought-provoking activities, and interesting topics.” The necessity of 
teaching reading skills and providing students with opportunities were also pointed 
out in the post-training think-aloud of participant B. S/he became aware of the 
importance of the difficulty level of the material so s/he evaluated the materials’ 
difficulty level. The following quotation, taken from participant B’s guided think-
aloud, emphasizes the importance of difficulty level of the material for participant B: 
“I am looking at the level of language difficulty. It looks OK.” Clarity of language 
used in the textbook, the price of the textbook, and the layout were other criteria that 
participant B highlighted after the training session. A reading textbook’s coverage of 
target culture elements and sequencing of activities from simple to complex were 
also pointed out by participant B in the post-training think-aloud. Moreover, after the 
textbook evaluation training, participant B started to use more sophisticated 
vocabulary in his/her guided interview. For instance, instead of using the word 
‘motivation’, s/he preferred to use ‘affective elements’, a term used in the training 
session.  
In conclusion, there are some similarities and differences between the pre-
training and post-training think-alouds of participant B. For instance, in both pre- 
and post-training think-aloud sessions, s/he emphasized the importance of engaging 
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learners with interesting topics, and providing students with useful pictures to 
increase their comprehension. These two elements were also reinforced in the 
textbook evaluation workshop by the researcher and in the post-training think-aloud 
by participant B. Legibility of print, and clarity of instruction are elements that were 
focused on in the textbook evaluation workshop and in pre- and post-training think-
alouds of participant B. On the other hand, participant B emphasized two elements 
—the incorporation of grammar teaching into reading and provisions of 
communicative activities — which were not mentioned in textbook evaluation 
workshop. The usefulness of vocabulary, color, cover, the name of the book, and 
pacing were elements that were pointed out in the textbook evaluation workshop and 
considered important in participant B’s pre-training think-aloud. Importance of 
affective elements, teaching reading skills, difficulty level of the material, clarity of 
instruction, price of the book, coverage of target culture elements, sequencing of 
activities from simple to complex, and layout of the textbook were emphasized 
during the textbook evaluation workshop and caught the attention of participant B 
because s/he focused on these elements in her/his post-training think-aloud. These 
differences can possibly be accounted for by the textbook evaluation training s/he 
received between think-alouds sessions. (See Appendix M for an inventory of 
participant B’s pre-training guided think-aloud comments; see Appendix N for an 
inventory of participant B’s post-training guided think-aloud comments; see 
Appendix O for participant B’s comments on topics addressed in the pre-training 
think-aloud and workshop but not covered in the Reading Material Evaluation 
Questionnaire; see Appendix P for participant B’s comments on items that were 
addressed in the workshop and in the post-training think-aloud but not covered in the 
Reading Material Evaluation Criteria.) 
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Participant C 
In both pre-training and post-training think-alouds, participant C paid attention 
to reading skills. S/he looked at whether reading skills, such as predicting, scanning, 
skimming, and identifying main and supporting ideas, are dealt with or not in his/her 
external textbook evaluation. Opportunities for activating background information 
and the types of exercises students are exposed to were also of interest to participant 
C in pre-training and post-training think-alouds. S/he focused on vocabulary 
teaching sections of the textbook. In addition, looking at the level of difficulty of the 
material was also common for participant C in both pre- and post-training think-
alouds. Exercise types were evaluated by the participant as well when s/he suggested 
some changes to make the textbook more effective. The last important element for 
participant C was the length of the reading passages. The length of the passages was 
important to him/her because s/he suggested that students might have gotten bored if 
the texts were longer.  
In addition to similarities, there are some differences between participant C’s 
two think-alouds. In the pre-training think-aloud, participant C focused on topics 
being of interest to students when s/he stated, “The passage looks interesting. It 
looks interesting.” In addition, real-life language use was a crucial element to be 
considered for participant C. S/he made this point by stating, “Let’s see [the] real-
life part. It’s good. That’s a good exercise. Real-life skills. ‘Searching for a job 
online’ It’s very useful.” Different from participant C’s post-training think-aloud is 
his/her attention to the textbook’s flexibility, that is, provisions for allowing teachers 
to vary activities. Moreover, s/he emphasized the importance of clarity of 
instructions and concluded that there is lack of clarity in the textbook which was 
evaluated in the pre-training think-aloud. 
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In the post-training think-aloud, participant C pointed out different elements 
that were not considered in the earlier think-aloud. First of all, participant C focused 
on organizational patterns. S/he judged that there was a lack of common 
organizational patterns in the textbook that was evaluated. In addition, different from 
the pre-training think-aloud, participant C gave importance to strategy training in the 
post-training think-aloud. S/he made this point by stating that students “ are 
informed about how to use the necessary strategies in certain situations.” The 
physical appearance of the book was also another concern for participant C in the 
post-training think-aloud because it was stated that the physical appearance of the 
book was quite good. In terms of content, participant C concentrated on the 
textbook’s provision of cultural information. Providing learners with necessary 
target-culture information was important enough for participant C to focus on; s/he 
commented that cultural information was included in the textbook which was good. 
The last difference in the think-alouds of participant C was that in the post-training 
think-aloud, participant C paid special attention to comprehension questions and 
concluded that there could have been more comprehension question to check 
students’ understanding. Moreover, participant C preferred more sophisticated 
language in his/her post-training guided think-aloud; s/he used the phrases, such as 
‘activating background knowledge, types of organizational patterns, and the physical 
appearance of textbook. 
In conclusion, there are differences between the pre- and post-training think-
alouds of participant C. Participant C restated the importance of dealing with reading 
skills and vocabulary teaching, and provisions of interesting topics and real-life 
language use opportunities to students in his/her post-training think-aloud which 
were also underlined by the researcher in textbook evaluation workshop. However, 
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attention to various organizational patterns, strategy training opportunities,  target 
culture elements, and the physical appearance of the textbook caught  participant C’s 
attention after they were highlighted in the textbook evaluation workshop. These 
differences might be due to the effectiveness of the textbook evaluation training 
session since participant C pointed out criteria that s/he had not focused on in the 
earlier think-aloud. (See Appendix M for an inventory of participant C’s pre-training 
guided think-aloud comments; see Appendix N for an inventory of participant C’s 
post-training guided think-aloud comments; see Appendix O for participant C’s 
comments on topics addressed in the pre-training think-aloud and workshop but not 
covered in the Reading Material Evaluation Questionnaire; see Appendix P for 
participant C’s comments on items that were addressed in the workshop and in the 
post-training think-aloud but not covered in the Reading Material Evaluation 
Criteria.) 
Participant D 
Different from the other three participants, participant D consciously avoided 
repeating what s/he had stated in pre-training think-aloud; she stated, “There is not 
much to say… As you know, it [Active Skills for reading, book 3] is … similar …. 
Yes, since I had a detailed analysis of the other book [Active Skills for Reading, 
Book 2].”  However, there are still four elements that were pointed out in both pre- 
and post-training think-alouds of participant D’s external textbook evaluations. The 
topics of the reading passages were important enough to be mentioned by this 
participant in both pre- and post-training think-alouds. Topics were evaluated in 
order to see whether they were interesting enough for the students. In addition, 
vocabulary sections and the difficulty level of the material were also analyzed by 
participant D to see their appropriateness to target students. Lastly, participant D 
  77 
highlighted the importance of design by mentioning it in both pre- and post-training 
think-alouds; this participant commented on the fact that well-designed textbooks 
are more motivating. 
In the pre-training think-aloud, participant D looked at the usefulness of the 
pictures and their appropriateness for the given context. Reading skills, such as 
scanning and skimming, were also important for this participant because s/he 
believed that students need to acquire major reading skills in order to be successful. 
Questionnaire-type activities that were presented in the textbook were interesting to 
participant D. S/he concluded that those kinds of tasks could make the class more 
enjoyable. The real-life skills sections of the textbook were also evaluated by 
participant D in order to see their real-life language use appropriateness. Similarly, 
reading strategies were analyzed in the pre-training think-aloud of the participant 
D’s external textbook evaluation by pointing out “[Unit 5] teaches predicting, 
developing fluency, scanning, sequence of events, main ideas, skimming, inference. 
OK.” Practicality, that is, the textbook’s ease of use, was another important element 
for this participant, who commented on how easy it would be to use the textbook. 
The last crucial element for participant D related to the organizational patterns that a 
reading textbook should cover. S/he evaluated the textbook in terms of 
organizational patterns and decided that there could have been more samples of 
different organizational patterns.  
The post-training think-aloud reveals differences in the textbook evaluation 
criteria of participant D.  First of all, participant D paid attention to the activation of 
students’ background knowledge. Secondly, the integration of other major skills 
(e.g., speaking, writing) was also important for this participant, so s/he analyzed the 
textbook to see whether there are any other skills incorporated into instruction. The 
  78 
supplementary materials that accompanied the textbook were also mentioned by this 
participant. S/he wanted to evaluate the textbook’s glossary, teacher’s book, answer 
key, and lesson notes. The last two features that participant D pointed out after 
training was the layout of the textbook and the legibility of the letters. S/he 
highlighted these points by stating that “the layout seems nice. All right, good, 
legible.” In addition, participant D was more succinct in his/her post-training guided 
think-aloud; s/he used terminology which was referred in the textbook evaluation 
workshop, such as objectives of institution, pre-, during-, and post-reading, layout, 
or legibility.   
In conclusion, participant D’s pre-training and post-training think-alouds have 
some similarities and differences. The importance of interesting topics, variation in 
vocabulary teaching, appropriate difficulty level of the materials, and design of the 
textbook, which were emphasized in the textbook evaluation workshop, were 
important enough for participant D to highlight these elements in both pre- and post-
training sessions. Usefulness of pictures, practicality, attention to various reading 
skills, and provisions for various types of activities, different organizational patterns, 
and real-life language use opportunities were focused on by participant D only in 
his/her pre-training think-aloud. These features were also mentioned in the textbook 
evaluation workshop. Participant D’s focal points during post-training guided think-
aloud were activation of background knowledge, integration of major skills into 
reading, provision of supplementary materials, legibility of print, and the layout of 
the textbook, representing features which were highlighted in the textbook 
evaluation workshop. The differences in participant D’s pre-training and post-
training think-alouds suggest the effect of training; textbook features that were not 
indicated in the pre-training guided think-aloud, but that were highlighted in the 
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training session, received primary attention by participant D in his/her post-training 
guided think-aloud. (See Appendix M for an inventory of participant D’s pre-
training guided think-aloud comments; see Appendix N for an inventory of 
participant D’s post-training guided think-aloud comments; see Appendix O for 
participant D’s comments on topics addressed in the pre-training think-aloud and   
workshop but not covered in the Reading Material Evaluation Questionnaire; see 
Appendix P for participant D’s comments on items that were addressed in the 
workshop and in the post-training think-aloud but not covered in the Reading 
Material Evaluation Criteria.) 
Conclusion 
In this chapter, data collected through seven participants’ questionnaires and 
the four participants’ external textbook evaluation think-alouds before and after 
training were interpreted. The results of the questionnaire reveal how intermediate-
level reading teachers at Anadolu University evaluated the reading materials that 
teachers are currently using. The answer to the second research question, related to 
the criteria teachers use for reading textbook evaluation before training, was 
provided through pre-training think-alouds. Data provided by the post training think-
alouds suggest some answers to research question 3.  
The results of the questionnaire suggest that teachers do not have the same 
perceptions of currently-used intermediate-level reading materials. Although for 
some textbook features teachers were in partial or complete agreement or 
disagreement, there was no conformity among teachers in their perceptions of 
currently used materials. Although the same materials are used by intermediate-level 
teachers, teachers responded to the questionnaire differently. These differences 
suggest that teachers use different criteria in the evaluation of reading materials. 
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Pre-training think-alouds were carried out with four intermediate-level reading 
teachers. It appears that participants’ responses for pre-training think-alouds reveal 
the textbook evaluation criteria that teachers are aware of and what points are 
important for teachers in external textbook evaluation. Post-training think-alouds 
were carried out with the same four intermediate-level teachers. The participants 
were provided with textbook evaluation training before the post-training think-
alouds. The post-training responses are important because these data suggest the 
ways in which teachers’ criteria can change as a result of training. There is evidence 
that leads one to believe that the focal point of each participant changed when they 
were trained on textbook evaluation. In other words, participants focused on 
different criteria in both pre-training and post-training guided think-alouds. It is 
possible that the textbook evaluation workshop raised teachers’ consciousness about 
criteria that they need to use while evaluating a reading textbook. 
Apart from the different criteria highlighted in the post-training think-alouds, 
the language that participants used to evaluate textbooks also changed. After 
training, the participants were more precise and direct. They became more aware of 
criteria and more directed in their evaluations. Moreover, participants were inclined 
to use meta-language after training. Data reveal differences between the first and 
second think-alouds of each participant. These differences could possibly be 
attributed to useful textbook evaluation training since teachers became more 








  81 
CHAPTER 5: CONCLUSION 
 
Overview of the Study 
 
This study explored how teachers of Anadolu University’s School of Foreign 
Languages evaluate their current intermediate-level reading material. In addition, 
this study examined the criteria that teachers of Anadolu University’s School of 
Foreign Languages use while evaluating reading textbooks and whether their 
textbook evaluation criteria changed as a result of training on textbook evaluation. 
The three research questions guiding the study were as follows: 
1- How do teachers at Anadolu University, School of Foreign Languages,  
         evaluate the reading materials that they are currently using? 
2- What criteria do teachers at Anadolu University, School of Foreign  
           Languages, use in evaluating a reading textbook? 
3- To what extent do textbook evaluation criteria change when teachers are  
           trained in textbook evaluation?   
In order to answer these research questions, three data-collection instruments 
were used. A Reading Material Evaluation Questionnaire, the first data-collection 
instrument, was administered to all intermediate-level reading teachers at Anadolu 
University. Seven teachers in total completed the Reading Textbook Evaluation 
Questionnaire. The major purpose of administering the questionniare was to find out 
whether teachers evaluate the same material in the same ways, using similar criteria, 
and what criteria they use for evaluating their reading materials. Four participants 
were chosen from among those seven intermediate-level reading teachers for the 
second part of study which involved pre-training and post-training guided think-
alouds. In the pre-training guided think-alouds, the second data-collection 
instrument, four participants were asked to do an external evaluation of a reading 
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textbook (i.e., Anderson, 2002a). The major purpose of the pre-training think-alouds 
was to find out teachers’ own reading textbook evaluation criteria. A textbook 
evaluation workshop was conducted at Anadolu University, School of Foreign 
Languages, with the participation of approximately 40 teachers, including the four 
intermediate-level reading teachers selected for the think-aloud sessions. As part of 
the workshop, teachers were presented both general textbook evaluation and 
academic reading textbook evaluation criteria. The major purpose of the workshop 
was to raise teachers’ consciousness about textbook evaluation and textbook 
evaluation criteria. In the post-training guided think-alouds, the third data-collection 
instrument, the same four participants were asked to do an external evaluation of a 
reading textbook (i.e., Anderson, 2002b). The major aim of the post-training guided 
think-aloud was to see the extent to which teachers’ textbook evaluation criteria 
changed after textbook evaluation training.  
Summary of Findings 
In this section, I report the results of my study by answering each of my 
research questions. The first research question is as follows: How do teachers at 
Anadolu University, School of Foreign Languages, evaluate the reading materials 
that they are currently using? 
The Reading Material Evaluation Questionnaire provided answers to this 
research question. There were four sections in the questionnaire, each section 
focused on different aspects of a reading textbook that are commonly evaluated: 
affective elements, content of the reading materials, other reading material related 
considerations (e.g., timing, clarity of instructions), and teacher’s manual. In terms 
of the affective elements of reading materials, the responses given to the questions 
were more or less similar (in either a positive or negative way) among participants. 
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For instance, around 100 % of the participants agree that the level of the material is 
appropriate for intermediate level students. At the same time, in addition, all 
participants agree, to some extent, that reading activities do not encourage the 
personal involvement of students. (Refer back to Table 4.1. for a summary of 
participants’ responses to questionnaire items related to affective elements of 
currently-used reading materials). (See Appendices J, for items for which 70 % + 
participants agree and strongly agree; K for items for which 70 % + participants 
disagree and strongly disagree; L for items which less than 70 % participants agree 
and disagree.) 
Teachers evaluate the content of the reading material that they are using in 
different ways. For instance, every single participant disagrees or strongly disagrees 
with the idea that vocabulary is graded from simple to complex and from common to 
rare in their reading material. However, the participants have conflicting opinions 
about the recycling of vocabulary in their reading material because approximately 43 
% of the participants agree that reading materials recycle new vocabulary, but 57 % 
disagree or strongly disagree that reading materials recycle new vocabulary. There 
are some other fairly large differences in responses among participants in terms of 
the content of the reading material. For instance, around 43 % of the participants 
agree that currently used reading materials are authentic. However, approximately 
57 % of the participants claim just the opposite and believe that currently used 
reading materials are not authentic but rather semi-authentic. The differences in 
responses among participants reveal that teachers evaluate the reading materials that 
they use differently from each other, even though they use the same materials and 
they teach at the same level. (Refer back to table 4.2. for a summary of participants’ 
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responses to the questionnaire items related to content of the currently-used reading 
materials). 
Participants view other aspects of their reading materials (e.g., timing, clarity 
of instructions) in similar ways. All participants, for example, indicated positive 
attitudes towards the reading material in the sense that they all believe the amount of 
reading materials to be covered is realistic for the time allocated for reading classes 
in their institution. Similarly, the majority of the participants (85 %) agree that 
instructions are clear for students. Likewise, all participants agree that instructions 
are clear enough for teachers to guide their students. (Refer back to Table 4.3. for a 
summary of participants’ responses to questionnaire items related to other reading 
material considerations of currently-used reading materials). 
Participants sometimes evaluated the teacher’s manual of currently used 
reading material with conflicting views. For instance, around 14 % strongly agree 
and 14% agree that suggestions in the teacher’s manual are clear, whereas 28,5 % 
disagree and another 28,5 % strongly disagree that suggestions in the teacher’s 
manual are clear. Although there is some disagreement among participants’ 
responses about the teacher’s manual, sometimes participants provided consistent 
answers. The participants mainly disagreed with the idea that the teacher’s manual 
provides practical activities/ideas for teachers to use in their classrooms because 
only 28,5 % of the participants agree that it does. (Refer back to Table 4.4. for a 
summary of participants’ responses to questionnaire items related to teacher’s 
manual / answer key of currently-used reading materials.) 
In conclusion, there are both consistent and inconsistent responses provided by 
participants to the Reading Textbook Evaluation Questionnaire. Consistent answers 
signify that all participants or most participants have a similar perception of the 
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same reading material that they are using. On the other hand, inconsistent responses 
suggest that participants’ evaluation of currently used material is different. These 
differences might be due to the fact that participants have little experience with 
material evaluation and commonly used criteria.   
The second research question guiding this study is as follows: What criteria do 
teachers at Anadolu University, School of Foreign languages, use in evaluating a 
reading textbook? The pre-training guided think-alouds, completed with four 
participants, provided evidence for this research question. The major aim was to 
identify participants’ own textbook evaluation criteria in the act of evaluating a 
reading textbook. The pre-training guided think-alouds revealed both similarities and 
differences among participant’s evaluation criteria. In the pre-training guided think-
alouds, all four participants did external evaluation. In this external evaluation, they 
focused on the title of the textbook, potential student interest in topics, visual 
support to enhance reading comprehension, vocabulary teaching activities and 
exercises, and the ways in which reading skills are presented. The other criteria 
changed among participants. For instance, participant B evaluated the reading 
textbook to see whether any grammar points were incorporated into instruction and 
participant C focused mainly on provisions for activating background knowledge 
and varying exercise types. Length of reading passages and flexibility provided by 
the activities were also of interest to participant C. Unlike other three participants, 
participant D highlighted the importance of addressing students’ own culture and 
exposing student to various organizational patterns, as advocated in the literature 
(Crandall, 1995; Grabe & Stoller, 2001). 
In conclusion, the results of pre-training think-aloud might reveal that 
participants agree on some criteria while evaluating a reading textbook, but they also 
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differ on some points. These different focal points suggest that each participant uses 
different criteria for textbook evaluation. 
The third research question guiding this study is as follows: To what extent do 
textbook evaluation criteria change when teachers are trained in textbook 
evaluation? The post-training guided think-alouds, conducted with the same four 
participants after a textbook-evaluation workshop, provided possible answers to this 
research question. Participants’ responses to pre- and post-training guided think-
alouds were compared to identify whether any changes occurred in participants’ 
textbook evaluation criteria after training. 
Vocabulary teaching activities and types of exercise were the focus of all four 
participants in their post-training guided think-alouds. Except for these two 
elements, the four participants focused on different criteria when evaluating the 
textbook. For instance, participant A found the integration of writing into reading 
skills instruction useful. In addition, real-life skills and the quality of pictures were 
focal points for participant A, criteria supported in the literature by Brown (1995), 
Byrd (2001), Graves (2000), and Pakkan (1997). On the other hand, participant B 
focused on clarity of instructions (supported by Pakkan, 1997), organization of units 
(advocated by Brown, 1995; Pakkan, 1997; Tomlinson, 1998), and quality of 
printing, making his/her evaluation different from other participants.  The price of 
the textbook was also one of the concerns of participant B reflecting statements in 
the literature in textbook evaluation (Nunan & Lamb, 1998; Pakkan, 1997). Like 
Brown (1995), Byrd (2001), Graves (2000), and Pakkan (1997), participant C 
highlighted the importance of addressing various organizational patterns, cultural 
elements, and strategy training opportunities in the reading textbook. Moreover, for 
participant C, appearance of the textbook was also a criterion to be considered. The 
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major textbook evaluation criteria for participant D were the integration of skills, the 
provision of supplementary materials, and the effectiveness of a teacher’s manual as 
a time saver. (See Appendix M for an inventory of participants’ pre-training guided 
think-aloud comments; see Appendix N for an inventory of participants’ post-
training guided think-aloud comments; see Appendix O for participants’ comments 
on topics addressed in the pre-training think-aloud and workshop but not covered in 
the Reading Material Evaluation Questionnaire; see Appendix P for participants’ 
comments on items that were addressed in the workshop and in the post-training 
think-aloud but not covered in the Reading Material Evaluation Criteria.) 
Although there are differences among participants’ guided think alouds, there 
are also differences in each participants’ pre- and post- training guided-think alouds. 
The results of the comparison of each participant’s pre- and post-training guided 
think-alouds revealed what changes occurred in participants’ textbook evaluation 
criteria after training, suggesting how effective the training session was. In the pre-
training guided think-aloud, participant A evaluated the reading material in terms of 
its organization and quality of printing. However, in the post-training guided think-
aloud, her/his focus changed and s/he looked at the length of the reading passages, 
the incorporation of writing into reading, and the grading of activities from simple to 
complex. The change in his/her evaluation criteria might be accounted for by the 
effect of the textbook evaluation workshop during which participant A became 
aware of criteria that s/he did not use in the pre-training guided think-aloud. 
In the pre-training guided think-aloud, participant B evaluated the material to 
determine whether any grammar points were incorporated into textbook activities. In 
addition, s/he focused on provisions for communicative activities and the usefulness 
of vocabulary. The color of the textbook, cover, and the name of the book were also 
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important for participant B in the pre-training guided think-aloud. In the post-
training guided think-aloud, however, the focus of participant B changed and s/he 
highlighted the importance of addressing students’ affective needs. The necessity of 
teaching reading skills and providing students with practice opportunities were also 
pointed out by participant B in the post-training guided think-aloud. Different from 
the pre-training guided think-aloud, participant B noted the importance of the 
appropriate difficulty level of material that s/he evaluated paralleling issues raised in 
the literature (Brown, 1995; Byrd, 2001; McDonough & Shaw, 1993; Pakkan, 
1997). Clarity of language, price of the textbook, layout, grading of activities from 
simple to complex, and coverage of cultural elements were some other criteria that 
participant B highlighted in the post-training guided think-aloud. The differences in 
pre- and post-training guided think-alouds of participant B might be accounted for 
by the effect of the textbook evaluation workshop because participant B focused on 
elements which were highlighted during the textbook evaluation workshop in his/her 
post-training guided think-aloud.  
In the pre-training guided think-aloud, participant C evaluated the topics as 
being of potential interest to students, a criterion pointed out by Janzen and Stoller 
(1998), and the effectiveness of real-life language use sections. In addition, clarity of 
instructions and provisions for teacher flexibility in activity variation were also 
important criteria for participant C before training, mirroring criteria mentioned by 
Pakkan (1997) and Crawford (2002). In the post-training guided think aloud, on the 
other hand, participant C pointed out the importance of addressing various 
organizational patterns and providing opportunities for strategy training.  Inclusion 
of cultural information, and number of comprehension questions were also points 
that were evaluated by participant C. Moreover, participant C highlighted the 
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importance of the appearance of the textbook which was different from his/her pre-
training guided think-aloud.  The differences between the pre-and post-training 
think-alouds of participant C might be accounted for by the effect of the textbook 
evaluation workshop since s/he focused on criteria that had not been highlighted 
before and that had been introduced in the workshop.  
In the pre-training think-aloud, participant D evaluated the textbook in terms of 
the usefulness of its pictures, the effective and accurate presentation of reading skills 
(e.g., scanning, skimming), and the appropriateness of real-life language use 
sections, criteria emphasized in the literature by Brown (1995), Byrd (2001), Graves 
(2000), and Pakkan (1997). In addition, the textbook’s attention to organizational 
patterns was important for participant D in that s/he looked for the different 
organizational patterns that the textbook covered. In the post-training guided think-
aloud, participant D focused on the activation of background knowledge, which was 
important enough for Li and Munby (1996) and Janzen and Stoller (1998) to 
mention, and the integration of skills into activities. In addition, participant D paid 
special attention to the supplementary materials that the textbook offered, such as 
the textbook’s glossary, teacher’s manual, answer keys, and lessons notes. The 
quality of printing and lay out of the textbook were also of concern to participant D 
in the post-training guided think-aloud, two criteria advocated in the literature by 
Brown (1995), Pakkan (1997), and Tomlinson (1998). In short, the differences in 
pre-and post-training of guided think-alouds of participant D suggest that textbook 
evaluation training may have had positive effect on teachers’ textbook evaluation 
criteria since the criteria that participant D used in pre-training guided think-aloud 
changed and s/he started to focus on some other criteria which were emphasized 
during the textbook evaluation workshop. (See Appendix M for an inventory of 
  90 
participants’ pre-training guided think-aloud comments; see Appendix N for an 
inventory of participants’ post-training guided think-aloud comments; see Appendix 
O for participants’ comments on topics addressed in the pre-training think-aloud and   
workshop but not covered in the Reading Material Evaluation Questionnaire; see 
Appendix P for participants’ comments on items that were addressed in the 
workshop and in the post-training think-aloud but not covered in the Reading 
Material Evaluation Criteria.) Apart from the different criteria highlighted in the 
post-training think-alouds, the language that participants used in their post-training 
textbook evaluation also changed. In post-training think-alouds, the participants 
were more precise and direct. All participants became more succinct in their post-
training think-aloud; they spent only half the time needed for their pre-training 
think-alouds. (See Appendices E, F, G, H for examples of language change in 
participants pre- and post-training guided think-alouds.) This change in time can 
possibly be attributed to the fact that they realized what criteria to look for in the 
evaluation of a reading textbook. In the second think-aloud, moreover, participants 
were inclined to use meta language. For instance, participant B used ‘affective 
elements’ when referring to motivation. Similarly, participant C preferred to use 
phrases like ‘activating background knowledge, physical appearance of the 
textbook’. In conclusion, as expected, there are differences between first and second 
think-alouds of each participant. These differences suggest that textbook evaluation 
training can be useful since teachers became more informed about different criteria 
and displayed the possible effect of training in the post-training think-alouds. 
Limitations of the Study 
This study, like other studies, has some limitations. They include the limited 
number of participants, the researcher’s subjectivity in grouping textbook evaluation 
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criteria on the Reading Material Evaluation Questionnaire, the participants’ lack of 
familiarity with think aloud protocols, the time of the day that think-alouds were 
carried out, the local nature of the study, and timing of the post-training think-
alouds. The major limitation of the study has to do with its small number of 
participants. There were only seven participants who completed the questionnaire 
and only four participants from the group of seven who participated in the pre- and 
post-training think-aloud protocols. The study was limited to these numbers because 
only seven teachers were assigned to the intermediate level at the time the research 
was conducted.  If there had been more participants, the results of the study would 
have been more reliable. Because of the small participant group, the results of the 
study are not generalizable.  
Although the researcher made every effort to create questionnaire items that 
reflected the professional literature on textbook evaluation, there is the possibility 
that there is subjectivity in grouping questions of the Reading Material Evaluation 
Questionnaire. This subjectivity creates another limitation. Another researcher might 
have placed the criteria included in the Reading Material Evaluation Questionnaire 
in different sections or categories. 
Another limitation of the study can be attributed to the participants’ lack of 
familiarity with the use of think-aloud protocols. Although participants were trained 
in how to do think-alouds, and they were in some way guided, the result would have 
been better if they had been trained further on think-alouds. Perhaps one session was 
not enough.  
Similarly, think-alouds with each participant were carried out at different hours 
of the day; so, the time of the day might have had effect on participants’ think-
alouds. In addition, participants were aware that they were being recorded. 
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Consequently, they might not have felt completely free to state what was on their 
minds openly, which might have affected the results of the study. 
That this study was a local study can be regarded as one of its other limitations. 
This study was carried out at only one local institution, Anadolu University School 
of Foreign Languages. The results of the study might have been partially or 
completely different if this study had been carried out at additional institutions. In 
parallel, this study only focused on intermediate-level reading teachers. If the study 
had been conducted with teachers at different reading levels, and /or in different skill 
courses, the results may have been different. 
As for the last limitation, the post-training guided think-alouds were carried 
out just after the textbook evaluation workshop due to time constraints. Results 
might have been more reliable if the post-training guided think-alouds were carried 
out some time after the workshop or at two different times. In this way, it could have 
been possible to see the more long-lasting effect of textbook evaluation workshop on 
participants’ textbook evaluation criteria. 
Pedagogical Implications 
There are many beneficiaries of this study. The primary beneficiaries were the 
four participants who engaged in the think-alouds. Indirect beneficiaries of the study 
are the 36 participants of the textbook evaluation workshop, and language program 
administrators and material developers at Anadolu University, School of Foreign 
Languages. Teachers, administrators, and material developers in language programs 
at other institutions, and teacher trainers in English language programs can benefit 
from research findings as well. 
One of the major aims of this study was to offer insights about textbook 
evaluation criteria, in particular academic reading textbook evaluation criteria, to 
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teachers, administrators, and material developers of Anadolu University, School of 
Foreign Languages. The most directly effected beneficiaries, the four participant 
teachers, became aware of the strengths and weaknesses of their textbook evaluation 
abilities. As a result, they are now more informed about textbook evaluation and  
have the potential to become better textbook evaluators. The indirect beneficiaries of 
this research were the 36 teachers who participated in the workshop. The teachers 
who attended the textbook evaluation workshop had the opportunity to raise their 
consciousness about textbook evaluation criteria. As a result, they may be able to 
evaluate their current materials better since this study suggests that in-service 
training can influence teachers’ abilities in external textbook evaluation. 
Administrators at Anadolu University, in a similar way, can benefit from this study 
since the results of this study indicate that pre- and/or in-service training sessions on 
textbook evaluation can provide teachers with valuable information on textbook 
evaluation. Thus, having pre- and/or in-service training sessions on textbook 
evaluation at Anadolu University can have positive results for Anadolu University. 
Such training is likely to help teachers in choosing better textbooks and/or better 
instructional materials which, in turn, results in more effective teaching and learning. 
Thirdly, material developers, those who develop materials for the students of 
Anadolu University, School of Foreign Languages, are one of the indirect 
beneficiaries of this study because material developers can gain insights into 
textbook evaluation and its criteria from the findings of the study. These insights can 
help those material developers when they are developing in-house materials for 
Anadolu University, School of Foreign Languages, since this study introduces 
features of a good textbook, in particular reading textbooks.  
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The results of the study suggest that over time the real beneficiaries of this 
study will be the students of Anadolu University, School of Foreign Languages. As 
teachers become more conscious of the strengths and weaknesses of the materials 
being used for teaching, they become better evaluators of textbooks and materials. In 
this way, they will be better trained to choose the best-suited textbook and materials 
for their students. As a result, better textbook and materials can be chosen for 
classroom instruction, resulting in better instruction for students. 
Teachers, administrators, and material developers in other institutions can also 
benefit from this study. Teachers at other institutions can gain insights to become 
more knowledgeable about textbook evaluation. In turn, they can become better 
textbook evaluators. Administrators, on the other hand, can see the benefits of pre- 
and/or in-service sessions on textbook evaluation, and can initiate pre- and in-service 
programs on textbook evaluation at their own institutions, adapting the workshop 
plan developed for this study (see Appendix D). Material developers at other 
institutions can also benefit from this study. They can become more aware of general 
textbook evaluation criteria and academic reading textbook evaluation criteria. The 
insights gained can be applied to in-house material development efforts for their own 
institutions. Moreover, teacher trainers in English language teaching programs might 
want to consider adding a component on textbook evaluation criteria and practices 
into their teacher training curricula. 
Implications for Further Research 
This study provided data on how Anadolu University, School of Foreign 
Languages intermediate-level reading teachers’ evaluate currently used 
intermediate-level reading materials. It also revealed the teachers’ textbook 
evaluation criteria before and after textbook evaluation training. These data were 
  95 
analyzed and explored. However, there are many ways to extend this research, as 
described in the following paragraphs. 
In this study, the gender of the participants was not considered as a variable. In 
another study, the effect of gender on textbook evaluation criteria can be explored. 
Similarly, in this study, all participants were non-native English teachers. In a future 
study, native English teachers and non-native English teachers’ textbook evaluation 
criteria can be compared. 
Moreover, this study was a local study which only investigated the teachers’ 
perceptions of textbook evaluation criteria at Anadolu University, School of Foreign 
Languages. In a future study, perceptions of teachers from two or more state 
universities and/or perceptions of teachers from one state university and one private 
university on textbook evaluation criteria can be compared. 
In this study, only intermediate-level reading teachers participated in both pre- 
and post-training think-alouds. In a future study, participants teaching at different 
levels or in different skills can be compared. In addition, in this study, a small 
number of participants was used for both pre- and post training guided think-alouds. 
In a further study, larger groups of participants can be compared. One other area 
with future research implications involves the comparison of in-house materials 
developed by particular institutions with published materials. 
Furthermore, the results of this research suggest that pre- and/or in-service 
training on textbook evaluation can be beneficial. In a further study, the 
effectiveness of pre- and/or in-service training can be investigated by comparing two 
groups of participants one of which will be provided with training, and the other 
serving as a control group. 
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Another possible study could involve an examination of the ways in which 
novice and experienced materials writers translate commonly cited textbook 
evaluation criteria into in-house materials development projects. 
Conclusion 
 This study investigated how intermediate-level reading teachers at Anadolu 
University, School of Foreign Languages, evaluate currently used reading materials, 
and whether there is any change in their textbook evaluation criteria when they are 
trained on textbook evaluation. 
 The results were drawn from three types of data: a Reading Material 
Evaluation Questionnaire, pre-training guided think alouds, and post-training guided 
think-alouds. According to the results of the study, intermediate-level reading 
teachers seem to be inclined to evaluate currently-used reading materials differently 
from one another, each one focusing on different criteria. The results of pre- and 
post-training guided think-alouds suggest that intermediate-level reading teachers 
benefited from a textbook evaluation workshop. This finding, in turn, suggests that, 
in the coming years, it might be useful to provide teachers with pre- or in-service 
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APPENDIX A 
 
THE READING TEXTBOOK EVALUATION QUESTIONNAIRE 
 
Dear colleaques, 
I am a student in the MA TEFL program at Bilkent University. I am conducting a 
study on teachers’ evaluation of reading textbooks. As part of my study, I would like 
you to reflect on your attitudes towards the intermediate-level reading materials that 
you are currently using in your classes in the Preparatory School at Anadolu 
University.  To report your attitudes towards these reading materials,  please answer 
the questionnaire fully and honestly. You do not need to put your name on the 
questionnaire and be assured that your answers will be kept strictly confidential.  
The questionnaire is composed of five parts: (A) background information, (B) 
affective elements in reading, (C) content of reading materials, (D) other reading 
material considerations, and (E) teacher’s manual / answer key.  It is my hope that 
the results of this study will help all of us improve the English-language training we 




DIRECTIONS: Think about the reading materials that you are using in your 
intermediate-level class(es) in the Preparatory School at Anadolu University. In 
parts B-E of the questionnaire, I’m asking you to reflect on the nature of these 
reading materials by considering, for example, their content, activities and exercises, 
and teacher’s manual. I am also asking you to reflect on the effectiveness of the 
materials with our Anadolu University students. Please indicate the degree to which 
you agree with the statements listed using the scale below and tick the appropriate 
response.   
 
SA = strongly agree 
A   = agree 
D   = disagree 
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Part A: BACKGROUND INFORMATION 
Please answer the questions below. Indicate your answer with a TICK (√). 
1. Age 
___ below 25    ___ 25-30   ___ 31-35   ___ 36-40  ___ above 40 
2. Years of teaching experience 
___ 1-4      ___ 5-9   ___ 10-14    ___15-20   ___ above 20 
3. Settings in which you have taught. You may choose more than one option, if 
appropriate.  
            ___ State school        ___ Private college   
            ___ State university      ___ Private university   
           Others  ( specify) ___________________________ 
4. Years of experience at Anadolu University 
___ 1-4  ___ 5-9  ___ 10-14  ___15-20  ___ above 20 
5. All levels at which you have taught reading skills at Anadolu  University. You 
may choose more than one option, if appropriate. 
____ beginning         ____ elementary                  ____ lower-intermediate  
   ____ intermediate         ____ upper-intermediate      ____ advanced 
6. Qualifications 
___ B.A. / B.S.              Field: ___________________________________ 
___ M.A                        Field: ___________________________________ 
___ Ph. D.                    Field: ____________________________________ 
___ Other         Specify: __________________________________ 
 
 





























Part B: AFFECTIVE ELEMENTS IN READING 
MATERIALS 
SA A D SD 
 




    
 
2. The reading activities enable students to take responsibility 
for their own learning. 
 
 
    
 




    
 




    
 




    
 




    
 
Part C: CONTENT OF READING MATERIALS 
 
    
 
7. The reading activities are flexible enough to allow for 
variety in teaching  (e.g., visuals, context, recordings). 
 
 
    
8. The reading materials oblige students to read for different 
purposes (e.g., read for searching information, read to learn 
information, read to evaluate, and read to synthesize) 
 
    
 
9. The activities are structured to respond to students’ 
different learning styles (e.g., visuals for visual students, 
listening materials for auditory students, and role plays for 
kinesthetic students).  
 
    
 
10. There are visuals, photographs, pictures, and illustrations 





   


































 SA A D SD 
 
11. There are opportunities for students to study common 
rhetorical patterns (e.g., cause-effect, classification, 
comparison and contrast, narratives, problem and solution). 
 
    
12. There is a variety of reading genres (e.g., articles, letters, 
manuals, advertisements, scientific reports, stories, jokes, 
poems, songs, riddles, crossword puzzles) included in the 
reading materials. 
 
    
 
13. The reading texts are authentic. 
 
 
    
 
14. The reading texts are semi-authentic (pedagogically 
prepared materials). 
 
    
15. The materials teach reading strategies (e.g., predicting, 
skimming, scanning, summarizing, paraphrasing, inferencing, 
synthesizing, understanding the main idea, guessing meaning 
from context, analysing, identification discourse markers). 
    
 
16. The reading texts are sequenced to recycle academic 
reading strategies. 
 
    
 




    
 
18. The reading materials include word recognition exercises. 
 
 
    
 




    
 
20. The vocabulary items are graded from simple to complex. 
 
 
    
 
21. The vocabulary items are graded from common to rare. 
 
 
    
 





























 SA A D SD 
 




    
 
23. New vocabulary is recycled in subsequent exercises. 
 
 
    
 
24. The reading materials reflect the target language culture. 
 
 
    
 
25. The reading materials bring out contrasts and similarities 
between the foreign culture and the culture of students. 
 
    
 
26. The reading materials reflect real-life language use. 
 
 
    
 
27. The reading materials are free of racist elements. 
 
 
    
 
28. The reading materials are free of sexist elements. 
 
 
    
 
29. The reading materials enable teachers to activate 
students’ background knowledge. 
 
    
 
30. The reading materials provide fluency development 
opportunities (e.g., paced reading activities to increase 
reading rate). 
 
    
 
31. The reading materials enable students to do some out of 
class readings (extensive reading). 
 
 
    
 
32. Reading materials are structured for maximal 
development of students’ reading comprehension abilities.  
 
 
    





























 SA A D SD 
 
33. Reading materials are organized to help students transfer 
reading strategies and skills from one text to another. 
 
 
    
 




    
 
35. Reading instruction is carried out through three stages: 
Prereading, while reading, and post reading. 
 
 
    
 
Part D: OTHER READING MATERIAL 
CONSIDERATIONS 
 
    
 
36. The amount of reading materials to be covered is realistic 
for the time allocated for reading classes. 
 
 
    
 




    
 
38. Instructions are clear enough for teachers to guide 
students in the successful completion of activities. 
 
 
    
 
Part E: TEACHER’S MANUAL / ANSWER KEY 
 
    
 




    
 




    
 
41. The teacher’s manual provides practical activities / ideas 
for teachers to use in their reading classes. 
 
 
    
 






























 SA A D SD 
 
42. There is comformity between the aims stated in the 
teacher’s manual and the activities in the textbook. 
 
    
 
43. Objectives for reading instruction are clearly stated in the 
teacher’s manual. 
 





































  107 
APPENDIX B 
 
SAMPLE TEST  
 
(This sample test was used in the guided think-alouds of Fredricka L. Stoller and 
William Snyder whose transcribed guided think-alouds were used to train 
participants on how to do think-alouds) 
 
ANADOLU UNIVERSITY   Date:  29.01.2001 
SCHOOL OF FOREIGN LANGUAGES Duration: 60 minutes 
2000-2001 FALL SEMESTER   Class: Beginer_____ 
CORE COURSE MID-TERM 2   Name: ___________ 
 
PART A. Matt is telling about his holiday. Read the text and fill in the blanks using 
the words from the box. Use each word only once. (15*2=30) 
 
 
Seat           size              jumper             journey         colder           packed   
 
price         delicious          comfortable            tracksuit             waved 
 
passengers        suitcase           try on                changing rooms             
 
 
I was going on a holiday for the first time in my life! I was very excited. I got on the 
bus and __________ (1) to mum and dad. The bus was very crowded. There were 
lots of __________ (2). My __________ (3) number was 16. I cannot forget it. It 
was a nice __________ (4). The most difficult part of the holiday was carrying my 
__________ (5). It was very heavy. My mother _________ (6) it. I stayed at a three-
star hotel. The room was very big. I had T.V. and a refrigerator. I slept for three 
hours and then went on a walk in the city centre. I bought some souvenirs for my 
parents and friends. I walked in a small shop. I saw a very nice __________ (7)! It 
looked like an original Nike. I asked the __________ (8) to the shop assistant. It was 
very expensive. I wanted to __________ it __________ (9) but there weren’t any 
__________ (10), so I couldn’t! The shop assistant said it was medium __________ 
(11). Then I bought it. I paid it by credit card. After that, I came to the hotel for 
dinner. It was ___________ (12) than yesterday. Almost freezing, so I put my 
__________ (13) on and I went downstairs. The food was excellent, more 
__________ (14) than Chinese food! I haven’t enjoyed Chinese food and couldn’t 
eat anything on our holiday in China. But the hotel in China was bigger and it was 









  108 
PART B. Write the COMPARATIVE or SUPERLATIVE FORMS of the 
adjectives in parenthesis. Add any necessary words. (7*2=14) 
 
1. Yesterday was __________ (hot) day of the year. 
2. Health and happiness are __________ (important) money. 
3. You got 50 from grammar and 65 from writing lessons. Your writing  
 mark is __________ (good) your grammar mark. 
4. What is __________ (popular) sport in your country? 
5. Question 4 is ___________ (easy) question 5. 
6. Jack always gets under 50 from exams, so Jack is __________ (bad)  
 students in the class. 
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APPENDIX C 
 
THINK-ALOUD TRAINING LESSON PLAN 
 
SUBJECT: How to do a think-aloud protocol (guided interview) 
DURATION:50 minutes 
MATERIALS: Recorded think-alouds of F.L. STOLLER and B. SNYDER 
PARTICIPANTS: 4 intermediate-level reading teachers of English from Anadolu 
University, School of Foreign Languages. 
 
ACTIVITIES: 
WARM-UP SESSION: (approximately 7 minutes) 
 
OBJECTIVE(S):  
• To see whether teachers know what a think aloud is 
• To increase teachers’ interests in think-aloud protocols 
• To help teachers understand the value of think-aloud protocols 
• To enable teachers to become personally involved in the activity 
 
PROCEDURE(S): 
(1) Ask teachers , 
• Have you ever participated in an interview? 
(2) If the answer is ‘YES’ (expectedly all four will say ‘yes’ since they all  
 must have had a job interview), ask participants, 
• What was the interview for? 
• What questions were you asked? 
• How did you feel during the interview? 
(3) Ask teachers,  
• How could your interview have been better? 
• What aspects of the interview could have been changed to make the   
 interview more effective? 
(4) Write ‘guided interview’ on the board and ask teachers, 
• What do you think a ‘guided interview’ is? 
• What comes to your mind when I say ‘guided interview’? 
(5) Write down the relevant items on the board that the teachers say. 
 
ACTIVITY 1: (18 minutes) 
 
OBJECTIVE(S):  
• To familiarize teachers with the process of a prerecorded think-aloud  
 protocol (with a test sample that F.L. STOLLER and B.SNYDER have  
 evaluated as part of a think-aloud protocol). 
• To help teachers discover similarities and differences between their  
 initial perceptions of a ‘guided interview’ and what the recordings  
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PROCEDURE(S): 
(1) Distribute the sample test that Stoller and Snyder have evaluated to  
 each of four teachers. 
(2) Ask them to evaluate the effectiveness of the first section (PART A) in  
 5 minutes. 
• Please look at PART A, and evaluate the effectiveness of this section on  
 your own. 
• For instance, you can evaluate the organization/ formatting, or the  
 difficulty level, or appropriateness for the level, etc. (This explanation  
 can be eliminated if teachers do not require much explanation about the  
 ‘effectiveness’, and the question can be left as an open-ended question).  
• You have  only 5 minutes. 
(3) Ask them to discuss their individual evaluations of PART A to  
 determine if they have similar or different evaluations. 
• Please, now I want you to share your ideas with your pair. 
• Ask questions to each other about the effectiveness of PART A,  
 discuss, and discover the  points on which you agree or disagree.  
• You have 3 minutes to do this. 
(4) Ask them to report how they evaluated the test, what points they  
 considered while evaluating it, and what they identified as the weakest  
 and strongest features of PART A. 
• Could you please tell me how you evaluated PART A? 
• What points did you consider while evaluating A? 
• What was the weakest feature of PART A? 
• What was the strongest feature of PART A? 
(5) Explain that they are going to listen to recordings of evaluations of  
 PART A. Ask them to follow the transcribed speech from  a handout. In  
 addition, ask them to underline the points highlighted by F.L. Stoller  
 and B. Snyder. 
• Now, we are going to listen to two recordings of evaluations of the  
 same section of the test that you have evaluated. 
• Have you heard about F.L. Stoller and B. Snyder? 
• They are my instructors at Bilkent University. I asked them to help me  
 with my study, and they were very kind to accept my request. I wanted  
 them to evaluate the same sample test that you have evaluated. They are  
 both Americans and I hope you have no difficulty with their accent. In  
 fact, they were kind enough to speak slower than usual.  
• While listening to the recording, I want you to follow the speech from  
 this handout and underline weak and strong points Stoller  
 and Snyder have highlighted. 
• In which points do they agree or disagree? 
• The recordings will take approximately 7 minutes and you will listen to  
 them only once. 
(6) Write what teachers have noted down on the board (if needed, add  
 necessary parts). 
• OK, what points were highlighted in the two recordings? 
• What were the similarities and differences between Stoller and Snyder’s  
 evaluations? 
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ACTIVITY 2: 20 minutes 
 
OBJECTIVE(S): 
• To familiarize teachers with a think-aloud protocol 
• To enable teachers to practice a think-aloud session (without naming  
 think-aloud) 
• To help teachers feel comfortable in actual think-aloud sessions 
• To increase teachers’ interest in the actual think-aloud sessions 
 
PROCEDURE(S): 
(1) Ask teachers to evaluate PART B of the sample test in pairs, and take  
 notes about the points they want to point out. 
• Now, please look at PART B.  I want you to evaluate this part as you  
 have done for PART A. 
• While evaluating PART B, please take notes so that you can easily  
 remember them during our discussion.  
• What are the strongest and weakest features of PART B ? 
• You have 5 minutes to do this. 
(2) Ask pairs to choose one to be the interviewer and the other one to be the  
 interviewee. 
• Could you please find a partner? 
• Now imagine that you are in an interview. 
• I want one of you to be the interviewer and the other one the  
 interviewee. 
• Could you please decide who is going to be who. 
• OK, is it clear? Now I want the interviewer to interview his/her partner  
 about the effectiveness of test items in PART B. In short, interviewers  
 will ask questions and interviewees will answer. 
• But be careful. There is an important rule that I want the interviewers to  
 follow. 
• Please (to interviewers) DO NOT INTERRUPT TOO MUCH. This is  
 really important. Let the interviewee talk as much as possible. Minimal  
 interruption is one of the major features of think-aloud protocols. 
• Thank you, you have 5 minutes. 
(3) Tell the interviewee to tell the interviewer about the strengths and  
 weaknesses that they have observed during pair work. 
• What strengths and weaknesses have you found out during the  
 interview? (to interviewees) 
(4) After the interview, ask interviewees, 
• How did you feel during the interview? 
• Did you feel anxiety? 
• If you were anxious, what would you suggest to overcome this anxiety? 
• Was it different from a real interview? If so, in what way? 
• How could it have been better? What changes might make you feel  
 more comfortable during an interview? 
(5) Provide teachers with the transcribed interview (PART B), and ask  
 them to follow the speech from transcriptions. 
(6) We are going to listen to recordings of F. L. Stoller and B. Snyder’s  
 evaluations of PART B. 
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(7) Please follow the recordings on these handouts. 
(8) While listening, please underline the parts that are similar to your  
 evaluation.  
(9) This will take approximately 10 minutes.  
(10)  Ask them what similarities/differences between their interview and the  
 recorded interview on PART B are. 
(11)  What are the similarities and differences between your interview and  
        the recorded interviews? 
COOL-DOWN ACTIVITY: (5 minutes) 
 
OBJECTIVE(S): 
• Confirm that teachers are aware of what a guided interview (think-aloud  
 protocol) is. 
• Make teachers feel comfortable about the actual study. 
 
PROCEDURE(S): 
(1) Ask teachers what a guided-interview is, and how a guided interview  
 can be conducted. 
• After all these activities, what do you think about ‘guided interviews’? 
• What is distinctive about a ‘guided interview’? 
• In other words, what are the features of a ‘guided interview’? 
• How is a ‘guided interview’ different from a more standard interview? 
• If you were asked to participate in a ‘guided interview’; as we have  
 done through out this lesson, what would you say? would you accept? if  
 not, why?  
(2) Determine participants’ feelings about the actual study . 
• Do you have any ideas about what I am expecting from you? 
• I think I had better tell it now or let you know. 
• I am going to ask you to help me with my study. The purpose of this  
 lesson was to familiarize you with a ‘guided interview’. As you have  
 seen, at least I suppose, a guided interview is quite simple and easy. If  
 you accept, I am going to ask each of you to participate in a guided  
 interview with me. Of course, this time I am going to be the  
 interviewer. There will not be any time limitation during the interview.  
 Whenever you want to finish, you can just put an end to the interview.  
 Tomorrow we will start with the first interview. In addition, I am going  
 to ask you to participate in a similar interview with me three weeks  
 later, too. Be sure that this study will not take hours and I promise that  
 you will feel comfortable. If any of you have objections about this  
 study, please feel free to see me and tell me your concerns. 
• Thank you all for your participation. It was a very kind of you all to  





  113 
APPENDIX D 
   TEXTBOOK EVALUATION WORKSHOP: Lesson Plan and Handouts 
SUBJECT: To train Preparatory School Foreign Language Instructors of Anadolu 
University in textbook evaluation 
DURATION: 75 minutes 
PARTICIPANTS: All instructors 
MATERIALS: 4 handouts, new published reading textbooks (See Appendix 3.9.), 
colored pens, OHPs, packet of handouts to give out at the end. 
SET UP PROCEDURES: signs on the wall to guide participants to sit in parts of 
room by level they teach. The presenter sticks papers on the different walls of the 
room which are written on beginner/elementary teachers, lower-intermediate 
/intermediate teachers, upper-intermediate /advanced teachers. The presenter guides 
instructors to sit on the side of the room where the level they are teaching is written 
on.   
OBJECTIVES:  
• train instructors how to do textbook evaluation 
• raise instructors’ awareness about criteria for textbook evaluation 
• train instructors to look at new textbooks with textbook evaluation  
 criteria in mind 
• equip instructors with abilities to prioritize different textbook evaluation  
        criteria in response to the actual setting in which they teach 
• Assist instructors in becoming more aware of  strengths and weaknesses  
 of materials that they are currently using  
PROCEDURES:  
Activity 1 ( Approximately 15 minutes) 
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1. The presenter asks the instructors how they evaluate textbooks. 
• Think about the level you are teaching at the moment. If you were  
 asked to evaluate a textbook for that level, what general criteria are you  
 most likely to take into consideration? 
2. The presenter elicits some answers from instructors. 
3. The presenter asks teachers to form groups according to level that they  
 are teaching. 
• Could you please form small groups (preferably groups of three)  
 according to levels you are teaching. 
4. The presenter distributes the handout 1 (General criteria for textbook  
 evaluation), one for each group. 
• Please, look at the handout I have distributed. 
• In each box, there is one criterion for textbook evaluation. 
7.     The presenter puts up OHP with directions on. 
• Please, read each box, and decide on, as a group, the five (5) most  
 important items. Then, rank order them according to importance of  
 items for the level you are teaching. 
• You can give numbers starting from 1 (as the most important) to 5 by  
 using the colored pens I have given you 
• On your handouts, one side is highlighted. Please, rank order the items  
 on the side which is highlighted. 
• You have 10 minutes to complete this task. 
8.      The presenter asks the group members to tell the two most important  
         criteria that the group has come up with. 
• Could you please tell us the two most important criteria for textbooks at  
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 your level? 
9. One teacher from each group (instructors determine the speaker) tells what  
     they have found out. 
Activity 2 (Approximately 15 minutes) 
1. The presenter asks the participants to work in pairs. 
• Could you please find a partner? 
2. The presenter distributes the second handout (General textbook  
 evaluation criteria with its considerations), one for each group. 
3. The presenter explains the procedure of the activity. 
• Consider the top box and its list of general textbook evaluation  
 considerations (a-h). 
• Skim the boxes I-VIII. They include characteristics of textbooks that  
 are valued by many professionals in the field of EFL. 
• Give each box (I-VIII) a title from the set of a general considerations  
 (a-h) at the top of the page. 
• You have ten (10) minutes to do this. 
4. The presenter asks the titles for each box to the different groups. 
• What title do you think is appropriate for box I, II, III, IV?  
• What do you think about the boxes V, VI, VII, VIII?  
5. The presenter gets answers from each group and then she gives the  
 accurate (generally accepted) titles for each box by the use of OHP. 
• The titles you see in the first box are usually regarded as components of   
 a textbook evaluation, or general criteria for a textbook evaluation. 
• It is beneficial, for teachers, institution, and students alike, to evaluate  
 new textbooks taking these components into consideration. 
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Activity 3 (Approximately 15 minutes) 
1. The presenter distributes the third (3) handout (General criteria for a  
 reading textbook evaluation) to each instructor. 
• In addition to the general textbook evaluation criteria you have read in  
 the previous handout (General textbook evaluation criteria), we have  
 more detailed criteria for textbook evaluations designed for different  
 skills. 
• How many of you have taught reading before? 
• What criteria do you usually look for in a reading textbook? 
2. The presenter elicits some answers from instructors. 
3. Then, the presenter explains the procedure of the activity. 
• In this last handout, criteria for an academic reading textbook are listed  
 on the left. 
• On the right hand side, you have three (3) options; most useful, useful,  
 and least useful. 
• Please consider the level you are teaching at the moment. Think of the  
 ideal textbook characteristics for a reading class at that level. Tick  
 which items are most useful, useful, or least useful for the level you are  
 teaching. 
• Since we are all proficient English teachers, I suppose ten (10) minutes  
 will be OK for you. 
4. The presenter explains that the items in the handout 3 (General criteria  
 for a reading textbook evaluation) are all necessary elements that  
 should be considered in the evaluation of a reading textbook. 
• A textbook that contains all these elements would be ideal. But there is  
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 no ideal textbook for every institution. 
• However, it is the teacher, in other words we, who can decide which  
 items are more important depending on the level, needs, interests of the  
 students, and needs of the institution we are teaching in. 
Activity 4 (Approximately 15 minutes) 
1. The presenter distributes one new published textbook to each group  
 according to levels. 
• The textbooks you have now are brand new textbooks for reading  
 instruction. 
• Please evaluate the textbook you have. 
• Consider the general textbook evaluation criteria and reading textbook  
 evaluation criteria. 
• Try to find three (3) strengths, and three (3) weaknesses of that  
 textbook, and write them on the hand-out 4 (Evaluation of a new  
 reading textbook). 
• You have ten (10) minutes. 
2. The presenter thanks to the audience 
• I would like you express my deepest gratitude to you all for your  
 participation. 
• I hope this workshop will be beneficial to you in the future. 
FOLLOW-UP ACTIVITY:  
1. If there is time left, the presenter asks participants to introduce any  
 books they particularly like and their reason. 
• Did anyone evaluate a book they particularly liked? 
• Can you hold it up? 
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• What’s the title? 
• Why did you like it? 
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GENERAL CRITERIA FOR TEXTBOOK EVALUATION 
                 DIRECTION: Choose the 5 most important criteria and rank order them from 1 to 5. 
 
A. Activities in the textbook should 
encourage the personal involvement of 
students. 
 P. Activities in the textbook should be 
flexible enough to allow for variety in 
teaching (e.g., visuals, context, and 
recordings). 
 
B. The content of the materials in the 
textbook should be worth covering in class. 
Q. The topics of the textbook should be 
interesting to students. 
 
C. Time allocated for the task in the 
textbook should be realistic. 
R. Instructions and examples in the 
textbook should be clear for both 
teachers and students. 
 
D. The materials in the textbook should 
incorporate four major skills (e.g., 
integration of reading and writing, 
integration of speaking and listening, or 
integration of writing and listening, etc). 
S. Activities in the textbook should 
respond to students’ different learning 
styles (visuals for visual students, 
listening materials for auditory students, 
and role plays for kinesthetic students). 
 
E. The materials in the textbook should be 
free of sexist elements. 
T. The level of the materials in the 
textbook should be appropriate for the 
level being taught. 
 
F. Activities in the textbook should be 
challenging and thought-provoking. 
U. Activities in the textbook should be 
meaningful and useful. 
 
G. The materials in the textbook should 
involve some out of class tasks. 
V. The materials in the textbook should 
include some cultural elements of 
students’ own culture 
 
H. The activities in the textbook should be 
graded from simple to complex. 
W. The materials in the textbook should 
include real-life language use. 
 
I. The materials in the textbook should 
provide necessary background knowledge 
to students. 
X. The textbook should have some 
supplementary materials that support 
teaching. 
 
J. The teacher’s book should save teachers 
time on class preparation. 
Y. The materials in the textbook should 
include some target culture elements. 
K. The materials in the textbook should be 
free of racist elements. 
 
Z. The teacher’s book should provide 
practical ideas and activities for teachers 
to use in their classrooms. 
 
L. The aimed objectives of the textbook 
should fit with the curricular objectives of 
the institution. 
A1. Activities should develop students 
problem-solving, discovering, analysis 
and synthesis skills. 
 
M. The quality of the material in the 
textbook, such as legibility of print, 
authenticity, and clarity of pictures and 
texts, should be considered. 
 
B1. The lay out of the textbook, content 
page, and organization of units should be 
well thought on. 
N. The price of the textbook should be 
affordable. 
C1. The content of the textbook should 
be accurate. 
 
O. The textbook should be easily available. D1. The editorial style of the textbook 
should be consistent with a teacher’s 
style. 
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GENERAL TEXTBOOK EVALUATION CRITERIA WITH 
CORRESPONDING DETAILS 
 
DIRECTIONS: Consider the top box and its list of general textbook evaluation 
considerations (a-h). Skim boxes I – VIII. They include characteristics of textbooks that 
are valued by many professionals in the field of EFL. Give each box (I – VIII) a title from 
the set of a general considerations (a-h) at the top of the page. 
 
a.Teacher’s book               d. Institutional constraints        f. Affective elements 
b. Content                             e. Logistical characteristics       g. Quality of the material 
c. Physical characteristics                             h. Other considerations                                 
 
 
I ) __________________________ 
 
II ) _____________________ 
1. possibility for personal involvement of the   
 students 
2. challenging and thought-provoking 
activities 
3. interesting topics for students 
4. appropriate level of difficulty 
1. provision of necessary background     
    knowledge 
2. allowance for variety in teaching 
3. integration of four skills  
4. development of problem-solving,      
    discovery, analysis, and synthesis  
    skills 
5. graded activities from simple to  
    complex 
6. inclusion of out-of-class tasks 
7. real-life language use 
8. inclusion of some target culture  
    elements 
9. free of racist and sexist elements 
 
 
III ) ____________________ 
 
IV )____________________ 
1. realistic time allocations  
2. clear and precise instructions 
 
 1. practical ideas and suggestions for  
     teachers 






1. legible letters, authentic materials, and      
    clear and well-organized pictures, texts 
2. consistency between the editorial style and  
    teacher’s style 
1. easily available 






1. good between the objectives of the  
    textbook and the institution 
 1. well-organized units. 






  121 
GENERAL CRITERIA FOR A READING TEXTBOOK EVALUATION 
DIRECTIONS: Consider the level you are teaching. While evaluating these criteria of 
effective reading materials, think how useful these criteria would be for the level you  are 
teaching. For each statement, TICK ( √ )  the most appropriate rating (most useful, useful, 
least useful). 
 
ACADEMIC READING NEEDS OF 
STUDENTS 
MOST 
USEFUL        
USEFUL    LEAST 
USEFUL    
1. The reading activities should include activities 
that enable students to distinguish letters. 
     
2. The reading activities should enable students to 
take responsibility for their own learning. 
   
3. The reading texts should oblige students to read 
for different purposes. 
   
4. There should be visuals, photographs, pictures, 
and illustrations that assist students in reading 
comprehension. 
   
5. There should be opportunities for students to 
study common rhetorical patterns (e.g., cause-
effect, classification, comparison and contrast, 
narratives). 
   
6. The reading materials should include various 
reading genres (e.g., articles, letter, manuals, 
advertisements, scientific reports, jokes, poems, 
songs, riddles). 
   
7. The reading textbook should include authentic 
and semiauthentic (pedagocically prepared 
materials) texts. 
   
8.The reading materials should teach cognitive 
reading  strategies (predicting, expanding 
vocabulary, guessing meaning from context, 
creating semantic maps, distinguishing opinions 
and facts, writing summaries). 
   
9. The reading materials should teach 
metacognitive reading strategies (setting goals, 
taking opportunities to practice, evaluating one’s 
progress). 
   
10. The reading materials should teach 
compensating reading strategies (reviewing 
information, taking notes to recall, relying on 
known knowledge, picturing scenes, reviewing key 
points, using physical action to recall, classifying 
words). 
   
11. The reading materials should focus on major 
reading skills (predicting, skimming, scanning, 
paraphrasing, inferencing, synthesizing, analyzing, 
identifying discourse markers, understanding main 
ideas). 
   
12. The reading textbook should provide students 
with opportunities to recycle academic reading 
strategies and skills. 
   
13. The reading materials should include word  
 recognition exercises. 
   
14. The reading texts should help students to build 
new vocabulary. 
   
15. The vocabulary items in reading materials 
should be graded from simple to complex, from 
common to rare 
   
 16.New vocabulary should be recycled within 
units, and in subsequent exercises. 
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ACADEMIC READING NEEDS OF 
STUDENTS 
MOST 
USEFUL        
USEFUL LEAST 
USEFUL    
17. The reading materials should reflect target        
language culture, and enable students to compare 
their culture with the target language culture. 
   
18. The reading materials should reflect real-life 
language use. 
   
19. The reading materials should be free of social 
biases (e.g., racist and sexist elements). 
   
20. The reading materials should provide necessary 
background knowledge for students. 
   
21. The reading materials should provide fluency 
development opportunities (e.g., paced reading 
activities to increase reading rate). 
   
22. The reading tasks should provide students with 
extensive reading opportunities. 
   
23. The textbook should enable students to evaluate 
their progress by reading logs, or reading rate 
charts. 
   
24. The reading materials should be structured for 
maximal development of students’ reading  
comprehension abilities. 
   
25. The reading materials should be organized to 
help students transfer reading strategies and skills 
from one text to another. 
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Evaluation of a New ReadingTextbook 
DIRECTIONS: Please write three (3) strengths, and three (3) weaknesses that you find 
after your evaluation of the provided textbook. You do not need to write complete sentences. 
Phrases would be enough. 
 










































  124 
GENERAL TEXTBOOK EVALUATION CRITERIA WITH 
CORRESPONDING DETAILS 
 
DIRECTIONS: Consider the top box and its list of general textbook evaluation 
considerations (a-h). Skim boxes I – VIII. They include characteristics of textbooks that are 
valued by many professionals in the field of EFL. Give each box (I – VIII) a title from the 
set of a general considerations (a-h) at the top of the page. 
 
 
a.Teacher’s book              d. Institutional constraints        f. Affective elements 
b. Content                             e. Logistical characteristics       g. Quality of the material 
c. Physical characteristics               h. Other considerations                                  
 
 
I ) AFFECTIVE ELEMENTS 
 
II ) CONTENT 
1. possibility for personal involvement  
         of the students 
2. challenging and thought-provoking  
          activities 
3. interesting topics for students 
4. appropriate level of difficulty 
1. provision of necessary    
background knowledge 
2. allowance for variety in teaching 
3. integration of four skills  
4. development of problem-
solving, discovery, analysis, and 
synthesis skills 
5. graded activities from simple to 
complex 
6. inclusion of out-of-class tasks 
7. real-life language use 
8. inclusion of some target culture 
elements 
9. free of racist and sexist elements 
 
 
III ) OTHER CONSİDERATIONS 
 
IV )TEACHER’S BOOK 
1. realistic time allocations 
2. clear and precise instructions 
 
1. practical ideas and suggestions 
for teachers 
2. practical in terms of saving time 
 
 
V ) QUALITY OF THE MATERIAL 
 
VI ) LOGISTICAL 
CHARACTERISTICS 
       1. legible letters, authentic materials, and  
           clear and well-organized pictures, texts 
       2. consistency between the editorial style  
           and teacher’s style 
       1. easily available 
       2. affordable price 
 
 
VII )INSTITUTITONAL CONSTRAINTS 
 
VIII ) PHYSICAL 
CHARACTERISTICS 
1. good between the objectives of the  
    textbook and the institution 
      1. well-organized units. 
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APPENDIX E 
 




(Sample quotations have been included here from the transcriptions of participant 
A’s pre- and post-training guided think-alouds. These sample quotations indicate the 
types of responses made when the participant was asked to evaluate Active Skills for 
Reading, Book: 2, Anderson, 2000a and Active Skills for Reading, Book: 3, 
Anderson, 2000b. Quotations are clustered here in accordance with the sections of 
the Reading Material Evaluation Questionnaire. Numbers in parentheses refer to 
either numbers of the textbook or the numbers of the textbook pages. Items in 
parentheses have been added by the researcher for purposes of clarification.) 
 
Pre-Training Guided Think-Aloud: Sample Quatations 
 
Affective Elements: 
• First I look at for the titles. The topics are not interest for them. They  
        don’t like the topics (their current material) 
• These topics also good for them. 
• Motivation is very very important for reading lesson. 
 
Content of the Reading Material: 
• ‘Getting ready for work’ (B 2, p. 111). Can be enjoyable for them  
 because they are preparing themselves a new life. Something related to  
 real life. You can adapt it to their lives. 
• I like pictures. It gives you  a chance to talk about what will happen, or  
 what do you expect to read. 
• The pictures I really liked pictures. 
• You don’t know. It is again vocabulary comprehension, word  
 definition, think about. 
• Organization of units in the book is always generally the same. 
• To do such thing, I should be flexible because if I always use the same  
 steps students also know what will I do. 
• Scanning, skimming, supporting details, main ideas but I couldn’t see  
 such kind of things or little. Only the same thing, vocabulary  
 comprehension then vocabulary. 
•  This is good, definition of words. 
• According to organization of things, it can be good. As there are blanks  
 to take notes. Take definition of words there are spaces. 
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• Pictures can be colorful. 
• They are (letters) big enough to read them. 
• It can have more exercises. We are trying to prepare them for a test. We  
 really have so much exercise about it. It will be better for them to  
 giving them. 
• It will be better I think. Multiple choices questions but also they need  
 also filing the blanks may be creating all sentences because they have to  
        know the usage of that word. 
• It general it seems nice. Skimming, predicting, identifying main ideas, 
  supporting ideas I think this book also consider other things. 
• I think for us lack of exercise may be this book can teach and we can  
 also have a workbook like our pack. Our pack can be given as a  
        supporting material.  
 
Other Reading Material Considerations: 




(No evaluation made for teacher’s manual.) 
 
Post-Training Guided Think-Aloud: Sample Quotations 
 
Affective Elements: 
(No evaluation made for affective elements.) 
 
Content of the Reading Material: 
• Topic, it says that, has got culture, society, business and it gives support  
 and entertainment. 
• Vocabulary skill, real life skill is important. 
• Charts, articles, interviews, teacher’s manual, I think the content of its  
 may be the activity type are good. 
• I like pictures. As I said good. 
• Let me look at the index. Predicting, scanning, reading fluency, cause  
         and effect, and as I said it has got things that we should give to the  
         students. 
• And getting ready as prereading activities, it’s good. 
• Definition of important words is OK. Because students cannot  
 sometimes decide whether it is necessary or not for them. These are the  
 key words, may be necessary and save time. 
• It isn’t too long. I think because always talking about same unit for a  
 long time can be boring. 
• I think, good different topic 
• There are writing part. 
• Vocabulary, finding synonyms, antonyms, I think it is good. 
• This legible letters and the pictures are really can be seen easily. 
• I think, topic are also good. You can adapt it according to culture.  
• Real life skill. It says, I think, this is good because when they see such  
 kind of things their normal life, they can use it. 
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• I think that’s all I talked about content simple to complex. 
• When I read the text, it is not difficult to understand and intermediate  
 level students should understand this. It is not so difficult. 
• And the pages are colorful. They are green it’s very nice. 
• They read the text. They are answering the questions. Choose the best  
 answer to complete the each statement according to what they  
 understand. This is also good. 
• There isn’t any comprehension question in the book always vocabulary.  
 A few comprehension questions can be added. 
• We can also want them to ask each other some questions because  
 discussions are a bit general. 
 
Other Reading Material Considerations: 
• I need to look the back of the book. 
 
Teacher’s Manual: 
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APPENDIX F 
 




(Sample quotations have been included here from the transcriptions of participant 
B’s pre- and post-training guided think-alouds. These sample quotations indicate the 
types of responses made when the participant was asked to evaluate Active Skills for 
Reading, Book: 2, Anderson, 2000a and Active Skills for Reading, Book: 3, 
Anderson, 2000b. Quotations are clustered here in accordance with the sections of 
the Reading Material Evaluation Questionnaire. Numbers in parentheses refer to 
either numbers of the textbook or the numbers of the textbook pages. Items in 
parentheses have been added by the researcher for the purposes of clarification.) 
 
Pre-Training Think-Aloud: Sample Quotations 
 
Affective Elements:  
• In reading classes the main point that emphasize is to attract students’  
        attention. To do this, the subjects are important. The things should be  
        always reinforce the students. 
• The subjects should be really interesting for the age group. 
• The subjects should be interesting. 
• Human endurance ‘what the body can survive’ (B. 2, p.76). This can  
 work. They are teenagers really interested in sports. They can feel  
        themselves related with this subject. 
 
Content of the Reading Material: 
• I can’t see any grammar point here. Do we really need any grammar  
 point in reading classes. Yes. Personally I believe that to teach grammar  
        or to exercise grammar reading is a really good method. 
• As teachers we should focus whether the vocabulary that a certain book  
         presents are useful or not. You know, give to students such kind of     
         vocabulary looks useless, chocolate, kinds, or different types of money. 
• They (vocabulary activities) look fine. Especially vocabulary  
 comprehension they all related. 
• The book should really include communicative activities. 
• First of all the color is really important. The cover of the book and the  
 name of the book should be well. Active is fine and the color is of  
        course. 
• Students like colorful books 
• The reading passages should be strengthening by using the right picture  
  129 
         or the passages then the learning you know more everlasting. 
• The script is quite readable. 
 
Other Reading Material Considerations: 
• It is easy to follow. 
• The pace is important. How fast will the teacher be doing this reading  
 classes. That is important. 
• At the end there is a vocabulary index. Those vocabulary whether it is  
         necessary to teach to intermediate level or not. It is useful. 
 
Teacher’s Manual: 
(No evaluation made for teacher’s manual.) 
 
Post-Training Think-Aloud: Sample Quotations 
 
Affective Elements: 
• The topics that were put at the back cover look enough interesting. 
• I’ll look at the text and questions concerning the affective elements that  
 we are looking for including possibility for personal involvement,  
        thought-provoking activities, and interesting topics. 
• It’s thought-provoking. I mean concerning the affective elements the  
         unit looks successful, looks useable. 
 
Content of the Reading Material: 
• It asks the distinction of fact and opinion. That’s a reading skill that we  
 teach in our school. It looks OK. 
• I am looking at the level of language difficulty. It looks OK. 
•  And graded activities from simple to complex can be seen. From the  
 warm-up point to the end of unit it looks well. 
• It includes more than one reading passage. 
• Personally I don’t believe that any book should present real life in its  
 content. As my personal opinion I don’t believe that real life language  
 can be reflected by means of books. 
• This unit doesn’t contain target culture elements. The research ‘family  
 issues’ are done in United States and United Kingdom, and also in  
 Japan. That’s nice. 
• Free of racist and sexist elements is another point in content. 
• I can’t seen any exercises containing vocabulary, right word use. I mean  
 adjective adverb use like that. And some compound noun exercises we  
 can see and they looking fine. 
• And well-organized pictures, texts. They are not many pictures here  
 well the pictures also should be used as cues, should be used as  
 prompts. 
• The pictures should be closer to the text, should give some introductory  
 opinion to the students. 
 
Other Reading Material Considerations: 
• Instructions are clear enough and the overall language is quite clear not  
 only for the students but also for teachers. 
  130 
• For the quality of the material well. 
• Legible letters yes. 
• The price is very important for our students. 
• The lay-out of the book. It’s really interesting. I don’t think our students  
 feel bored while reading these because the layout is successful also  
 organization of units. 
 
Teacher’s Manual: 
• I can’t imagine a teacher’s book giving the very precise and right  
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APPENDIX G 
 




(Sample quotations have been included here from the transcriptions of participant 
C’s pre- and post-training guided think-alouds. These sample quotations indicate the 
types of responses made when the participant was asked to evaluate Active Skills for 
Reading, Book: 2, Anderson, 2000a and Active Skills for Reading, Book: 3, 
Anderson, 2000b. Quotations are clustered here in accordance with the sections of 
the Reading Material Evaluation Questionnaire. Numbers in parentheses refer to 
either numbers of the textbook or the numbers of the textbook pages. Items in 
parentheses have been added by the researcher for the purposes of clarification.) 
 
Pre-Training Guided Think-Aloud: Sample Quotations 
 
Affective Elements: 
• The topic could be interesting for students. 
• The passage looks interesting. It looks interesting. 
 
Content of the Reading Material: 
• The units are organized according to topic 
• There are reading some reading skills that are aimed to be developed in  
 each unit. 
• It is aimed to teach them how to predict, how to do scanning, finding  
 out main ideas. It looks nice 
• In terms of vocabulary, prefixes synonyms, suffixes and going to be  
 practiced I think OK looks nice. 
• The questions in order to elicit the background information. 
• It is not a long text I think because our students don’t like to read. 
• I think it is easy for intermediate students. 
• It is so easy (vocabulary). I think it is for elementary students. It is not  
 for intermediate students. It is so easy. 
• There is a prefix exercise it is good. 
• We have already done two exercises about the same vocabulary. I  
 would most probably skip the last part. I don’t think it is meaningful. 
• Let’s see real life part. It’s good. That’s a good exercise. 
• Real life skills. ‘Searching for a job online’ (B.2, p. 120) it’s very  
 useful. 
• The exercises are so similar to each other. 
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• True/false statements, vocabulary, similar exercise, I don’t like to see  
 the same type of exercises in a book. 
• I don’t feel myself flexible such an organized book because everything  
 is organized here and in the same way. 
• I don’t think it (book 2) could help them to improve their reading skills.  
 For example in this one I could not see inferencing or restatement or  
 studying on finding out paragraph patterns, cause and effect. 
 
Other Reading Material Considerations: 
• Actually I would like to look at the end of the book first. 
• At the beginning of the back of the book I understand that it is a kind of  
 book that includes different series of difficult levels. 
• I would like to begin form the content page. 
• They should have given at least an example. It’s not clear. 
 
Teacher’s Manual: 
(No evaluation made for teacher’s manual.) 
 
Post-Training Guided Think-Aloud: Sample Quotations 
 
Affective Elements: 
(No evaluation made for affective elements.) 
 
Content of the Reading Material: 
• Predicting, developing reading fluency, scanning, skimming,  
 identifying main ideas, skimming for the main ideas, identifying main  
 and supporting ideas looks good. 
• I am looking at vocabulary part. Idioms, synonyms, antonyms, prefixes,  
 suffixes, homonyms, homophones, word combinations, now it looks  
 good. 
• There is a photograph. And they are going to talk about the things  
 happening in the photograph and then I think it’s a kind of eliciting  
        their background information about the picture. It looks good it is a good         
        beginning. 
• They are asked to guess the meaning of one word and then there is  
 another vocabulary exercise it looks good. 
• I think, the difficulty level of the text is suitable for the intermediate  
 level students. 
• They are given the meaning of the unknown words not all of them I  
 think the necessary ones have been chosen the text is OK. 
• They need to use not the given context in the question but they need to  
 use context in the text for this exercise which is also good. 
• The comprehension questions and the vocabulary part was good the  
 passage was good as well. 
• The types of exercises have changed. Vocabulary exercises prefixes  
 exercises this time no comprehension. 
• Vocabulary exercises in the forms of filing the blanks, grouping  
 exercises, true/false statements.  I think there are some slight changes  
 from unit to unit in the types of exercises. 
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• And the texts are not to long to read because students get bored when  
 texts are so long. They always complain about the length of the text. 
• The vocabulary exercises are good. 
• There was a passage about cause and effect but I think they should also  
 have an idea about the other types of organizational patterns in details. 
• They do predicting. They do skimming and scanning, but there is no  
 paraphrasing I think or analyzing things 
• And I have seen suffix and prefix exercises. They were quite good 
• Cultural information is also included in the book. It is good. 
• They are informed about how to use the necessary strategies in certain  
 situations. 
 
Other Reading Material Considerations: 
• The physical appearance of the book is quite good. 
 
Teacher’s Manual: 
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APPENDIX  H 
PRE-  AND POST-TRAINING GUIDED THINK-ALOUD: 
PARTICIPANT D 
(Sample quotations have been included here from the transcriptions of participant 
D’s pre- and post-training guided think-alouds. These sample quotations indicate the 
types of responses made when the participant was asked to evaluate Active Skills for 
Reading, Book: 2, Anderson, 2000a and Active Skills for Reading, Book: 3, 
Anderson, 2000b. Quotations are clustered here in accordance with the sections of 
the Reading Material Evaluation Questionnaire. Numbers in parentheses refer to 
either numbers of the textbook or the numbers of the textbook pages. Items in the 
parentheses have been added by the researcher for the purposes of clarification.) 
Pre-training Guided Think-aloud: Sample Quotations 
Affective Elements: 
• The name is quite attractive. It makes students feel ready to join the  
 class 
• The topic seem interesting for my students. Too general but really  
 interesting ones. 
• Of course this is a reading book but pictures make them more active. 
• If there are few pictures, it motivates the students. 
 
Content of the Reading Material: 
• The pictures are nice. 
• (unit 5) it teaches predicting, developing fluency, scanning, sequence of  
 events, main ideas, scanning, skimming. OK then fluency hmmm  
 inference. 
• Here is a questionnaire. It’s an encouraging questionnaire. OK may be  
 based on questionnaire; we can bring our students some extra material. 
• ‘History of chocolate’ (B.2, p.2). The title is nice. It will be interesting  
 for my students. 
• Comprehension check, vocabulary in context. Do they seem a bit  
 simple because just two choices. It can include three or four choices. 
• This one (vocabulary teaching) is nice. 
• This kind of question doesn’t go with pair work (discussion part). 
• Why is it not colorful? 
• There may be much more choices to talk about pictures. 
• I have to have a look at in details for the real life skills. ‘Searching for a  
 job online’ (B.2, p.120) so there something they are going to be deal in  
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 their real life. 
• The main idea. This is studied as a whole. I think it is much better to  
 study the main idea in a whole text. 
• Two choices limits  students but it is easy for them to guess but in  
 actual exams there may be multiple choice type of exams. 
• The appropriateness of vocabulary and the level. It is good. It’s  
 appropriate for the level. I think it is not too difficult. 
• The design is nice. 
• You have to present different materials. You have to put different  
 materials. 
• Reading fluently means… (p.36) so there are some trips for students. 
• The prereading activities are quite nice. There are discussions and  
questionnaires. The text deals with skills. Comprehensions check  
 questions. 
• At the end of the unit the students have chance to talk about something. 
• The way exercises are presented seems easy to use, easy to understand  
 for students. 
• ‘Hi Doruk’ (p.89) does it? So Turkish person, I am looking for some  
 cultural things in the book. 
• There are different vocabulary activities. Matching with the definition,  
 make synonyms. 
• It is easy to use. 
• It seems interesting. 
• Organizational patterns. It’s missing here.  
 
Other Reading Material Consideration: 
• I would like to start with the cover of the book. 
• The name is quite attractive. 
• I would like to read the back cover. 
• There are vocabulary index and skill index parts before. 
• Can they put a glossary part? May be it can be supported by glossary  
 part. OK that’s good. So there is no need (she realizes glossary part). 
• The design is nice. 
 
Teacher’s Manual: 
(No evaluation made for teacher’s manual) 
 
Post-Training Guided Think-Aloud: Sample Quotations 
 
Affective Elements: 
• And the topics studied are really interesting for my students. 
• The book seems interesting that enjoyable for my students. 
 
Content of the Reading Material: 
• I love the design of the book. 
• So all the topics nice and vocabulary study is good. 
• Checking this students’ background knowledge is good. 
• There can be much more interesting pictures. 
• The difficulty level I think it is easy to understand. 
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• The integration of skills may be they can have some videos. This kind  
 of thing but CDs I think are good. 
• Vocabulary activities are good. 
• Arguing against, cause and effect, fact and opinion, main idea,  
 supporting idea, inferences, scanning, skimming, predicting, so they are  
 also appropriate for the objectives of our institution. 
• There is no need much about target cultural elements. 
• Problem solving, discover analysis this I think the activities include. 
• It, I think, is appropriate. There are not much difficult clauses. I think it   
 is easy for them to understand. 
• Vocabulary level is good. 
• May be we can provide out of class tasks also for them. 
• So there are writing also. Writing part. Yes, I think, it is good. 
• Activities are varied also. Variety of different multiple choice, filling  
 the blanks, comprehension. 
• If it is possible can be much more colorful with pictures. 
• Through the last unit latest units the vocabulary is getting difficult. It is  
 good way to teach them. 
• The ‘think about’ parts. It’s all interesting. 
• Yes, as a whole, pre and during and post reading activities are  
 enjoyable. 
 
Other Reading Material Consideration: 
• And the glossary part is good and within the units 
• The layout seems nice. 
• All right good legible. 
 
Teacher’s Manual: 
• Teacher’s book with answer key and lesson notes. It’s good. 
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APPENDIX J 
 
Questionnaire Items in Parts B, C, D, E for Which 70 %+ Participants 




Items in the questionnaire Agree % 
B- 2 The reading activities enable students to take responsibility 
for their own learning. 
72 % 
B- 6 The level of the materials is appropriate for intermediate-
level students. 
100 % 
C- 8 The reading materials oblige students to read for different 
purposes (e.g., read for searching information, read to learn 
information, read to evaluate, and read to synthesize) 
100 % 
C- 11 There are opportunities for students to study common 
rhetorical patterns (e.g., cause-effect, classification, 
comparison and contrast, narratives, problem and solution). 
85 % 
C- 14 The reading texts are semi-authentic (pedagogically prepared 
materials). 
71 % 
C- 16 The reading texts are sequenced to recycle academic reading 
strategies. 
86 % 
C- 18 The reading materials include word recognition exercises. 72 % 
C- 19 The reading texts help students to build up new vocabulary. 72 % 
C- 24 The reading materials reflect the target language culture. 72 % 
C- 27 The reading materials are free of racist elements. 100 % 
C- 28 The reading materials are free of sexist elements. 100 % 
C- 29 The reading materials enable teachers to activate students’ 
background knowledge. 
100 % 
C- 31 The reading materials enable students to do some out of class 
readings (extensive reading). 
86 % 
C- 32 Reading materials are structured for maximal development of 
students’ reading comprehension abilities.  
72 % 
C- 33 Reading materials are organized to help students transfer 
reading strategies and skills from one text to another. 
72 % 
C- 36 The amount of reading materials to be covered is realistic for 
the time allocated for reading classes. 
100 % 
D- 37 Instructions are clear and precise for students. 85 % 
D- 38 Instructions are clear enough for teachers to guide students in 
the successful completion of activities. 
86 % 
              Note: Percentages reported here represent combined “Agree” and “Strongly agree”    
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APPENDIX K 
Questionnaire Items in Parts B, C, D, E for Which 70 %+ Participants 




Items in the questionnaire Disagree % 
 
B- 1 The reading activities encourage the personal 
involvement of students. 
 
71 % 




C- 7 The reading activities are flexible enough to allow for 




C- 9 The activities are structured to respond to students’ 
different learning styles (e.g., visuals for visual 
students, listening materials for auditory students, and 
role plays for kinesthetic students). 
 
100 % 
C- 10 There are visuals, photographs, pictures, and 
















C- 26 The reading materials reflect real-life language use. 
 
71 % 




E- 43 Objectives for reading instruction are clearly stated in 
the teacher’s manual. 
 
71 % 
Note: Percentages reported here represent combined “Disagree” and “Strongly  
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APPENDIX L 
 
Questionnaire Items in Parts B, C, D, E for Which Less than 70 % Participants 




Items in the questionnaire ∗Agree % ∗Disagree 
% 
B- 3 The reading activities are challenging and 
thought-provoking. 
57 % 28,5 % 
B- 4 Students find the reading- related 
activities meaningful and useful. 
43 % 57 % 
C- 12 There is a variety of reading genres (e.g., 
articles, letters, manuals, advertisements, 
scientific reports, stories, jokes, poems, 
songs, riddles, crossword puzzles) 
included in the reading materials. 
43 % 57 % 
C- 13 The reading texts are authentic. 43 % 57 % 
C- 17 The content of the reading materials is 
worth covering in class. 
57 % 43 % 
C- 23 New vocabulary is recycled in subsequent 
exercises. 
43 % 57 % 
C- 25 The reading materials bring out contrasts 
and similarities between the foreign 
culture and the culture of students. 
57 % 43 % 
C- 30 The reading materials provide fluency 
development opportunities (e.g., paced 
reading activities to increase reading 
rate). 
28,5 % 57 % 
C- 35 Reading instruction is carried out through 
three stages: Prereading, while reading, 
and post reading. 
57 % 43  % 
D- 39 Suggestions for the use of the textbook 
are clear in the teacher’s manual. 
28 % 57 % 
E- 40 The teacher’s manual helps teachers save 
time on class preparation. 
43 % 43 % 
E- 41 The teacher’s manual provides practical 
activities / ideas for teachers to use in 
their reading classes. 
28,5 % 57 % 
E- 42 There is comformity between the aims 
stated in the teacher’s manual and the 
activities in the textbook. 
28,5 % 43 % 
∗ Agree percentages reported here represent combined “agree” and “strongly agree”  
    responses.  
∗ ∗ Disagree percentages reported here represent combined “disagree” and “strongly      
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APPENDIX M 
Inventory of Pre-Training of Think-Aloud Comments by Participants, 









1. The reading activities encourage the 
personal involvement of students. (Part B- 
Affect) 
    
2. The reading activities enable students to 
take responsibility for their own learning. 
(Part B- Affect)  
    
3. The reading activities are challenging and 
thought-provoking. (Part B- Affect) 
 √   
4. Students find the reading- related 
activities meaningful and useful. (Part B- 
Affect) 
    
5. The topics of reading materials are 
interesting to students. (Part B- Affect) 
√ √ √ √ 
6. The level of the materials is appropriate 
for intermediate-level students. (Part B- 
Affect) 
  √ √ 
7. The reading activities are flexible enough 
to allow for variety in teaching  (e.g., 
visuals, context, recordings). (Part C- 
Content) 
  √  
8. The reading materials oblige students to 
read for different purposes (e.g., read for 
searching information, read to learn 
information, read to evaluate, and read to 
synthesize) (Part C- Content) 
    
9. The activities are structured to respond to 
students’ different learning styles (e.g., 
visuals for visual students, listening 
materials for auditory students, and role 
plays for kinesthetic students). (Part C- 
Content) 
    
10. There are visuals, photographs, pictures, 
and illustrations that assist students in 
reading comprehension. (Part C- Content) 
√ √  √ 
11. There are opportunities for students to 
study common rhetorical patterns (e.g., 
cause-effect, classification, comparison and 
contrast, narratives, problem and solution). 
(Part C- Content) 
   √ 
12. There is a variety of reading genres 
(e.g., articles, letters, manuals, 
advertisements, scientific reports, stories, 
jokes, poems, songs, riddles, crossword 
puzzles) included in the reading materials. 
(Part C- Content) 
   √ 
13. The reading texts are authentic. (Part C- 
Content) 
    
14. The reading texts are semi-authentic 
(pedagogically prepared materials). (Part C- 
Content) 
    
15. The materials teach reading strategies 
(e.g., predicting, skimming, scanning, 
summarizing, paraphrasing, inferencing, 























guessing meaning from context, analysing, 
identification discourse markers). (Part C- 
Content) 
    
16. The reading texts are sequenced to 
recycle academic reading strategies. (Part 
C- Content) 
    
17. The content of the reading materials is 
worth covering in class. (Part C- Content) 
 √   
18. The reading materials include word 
recognition exercises. (Part C- Content) 
    
19. The reading texts help students to build 
up new vocabulary. (Part C- Content) 
  √ √ 
20. The vocabulary items are graded from 
simple to complex. (Part C- Content) 
    
21. The vocabulary items are graded from 
common to rare. (Part C- Content) 
    
22. New vocabulary reoccurs in subsequent 
reading texts within units. (Part C- Content) 
    
23. New vocabulary is recycled in 
subsequent exercises. (Part C- Content) 
    
24. The reading materials reflect the target 
language culture. (Part C- Content) 
    
25. The reading materials bring out 
contrasts and similarities between the 
foreign culture and the culture of students. 
(Part C- Content) 
    
26. The reading materials reflect real-life 
language use. (Part C- Content) 
√  √ √ 
27. The reading materials are free of racist 
elements. (Part C- Content) 
    
28. The reading materials are free of sexist 
elements. (Part C- Content) 
    
29. The reading materials enable teachers to 
activate students’ background knowledge. 
(Part C- Content) 
  √  
30. The reading materials provide fluency 
development opportunities (e.g., paced 
reading activities to increase reading rate). 
(Part C- Content) 
    
31. The reading materials enable students to 
do some out of class readings (extensive 
reading). (Part C- Content) 
    
32. Reading materials are structured for 
maximal development of students’ reading 
comprehension abilities. (Part C- Content) 
  √  
33. Reading materials are organized to help 
students transfer reading strategies and 
skills from one text to another. (Part C- 
Content) 
√    
34. The reading materials incorporate 
writing into reading instruction. (Part C- 
Content) 
    
35. Reading instruction is carried out 
through three stages: Prereading, while 
reading, and post reading. (Part C- Content) 
    
36. The amount of reading materials to be   √   









covered is realistic for the time allocated for 





   
37. Instructions are clear and precise for 
students. (Part D-  Other considerations) 
  √  
38. Instructions are clear enough for 
teachers to guide students in the successful 
completion of activities. (Part D-  Other 
considerations) 
  √  
39. Suggestions for the use of the textbook 
are clear in the teacher’s manual. (Part E- 
Teacher’s manual) 
    
40. The teacher’s manual helps teachers 
save time on class preparation. (Part E- 
Teacher’s manual) 
   √ 
41. The teacher’s manual provides practical 
activities / ideas for teachers to use in their 
reading classes. (Part E- Teacher’s manual) 
    
42. There is comformity between the aims 
stated in the teacher’s manual and the 
activities in the textbook. (Part E- Teacher’s 
manual) 
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APPENDIX N 
Inventory of Post-Training of Think-Aloud Comments by Participants, 









1. The reading activities encourage the 
personal involvement of students. (Part B- 
Affect) 
    
2. The reading activities enable students to 
take responsibility for their own learning. 
(Part B- Affect)  
    
3. The reading activities are challenging and 
thought-provoking. (Part B- Affect) 
    
4. Students find the reading- related activities 
meaningful and useful. (Part B- Affect) 
    
5. The topics of reading materials are 
interesting to students. (Part B- Affect) 
    
6. The level of the materials is appropriate for 
intermediate-level students. (Part B- Affect) 
 √   
7. The reading activities are flexible enough to 
allow for variety in teaching  (e.g., visuals, 
context, recordings). (Part C- Content) 
    
8. The reading materials oblige students to 
read for different purposes (e.g., read for 
searching information, read to learn 
information, read to evaluate, and read to 
synthesize) (Part C- Content) 
    
9. The activities are structured to respond to 
students’ different learning styles (e.g., visuals 
for visual students, listening materials for 
auditory students, and role plays for 
kinesthetic students). (Part C- Content) 
 √   
10. There are visuals, photographs, pictures, 
and illustrations that assist students in reading 
comprehension. (Part C- Content) 
    
11. There are opportunities for students to 
study common rhetorical patterns (e.g., cause-
effect, classification, comparison and contrast, 
narratives, problem and solution). (Part C- 
Content) 
  √  
12. There is a variety of reading genres (e.g., 
articles, letters, manuals, advertisements, 
scientific reports, stories, jokes, poems, songs, 
riddles, crossword puzzles) included in the 
reading materials. (Part C- Content) 
  √  
13. The reading texts are authentic. (Part C- 
Content) 
    
14. The reading texts are semi-authentic 
(pedagogically prepared materials). (Part C- 
Content) 
    
15. The materials teach reading strategies 
(e.g., predicting, skimming, scanning, 
summarizing, paraphrasing, inferencing, 
synthesizing, understanding the main idea, 
guessing meaning from context, analysing, 









√ √  













16. The reading texts are sequenced to recycle 
academic reading strategies. (Part C- Content) 
  √  
17. The content of the reading materials is 
worth covering in class. (Part C- Content) 
    
18. The reading materials include word 
recognition exercises. (Part C- Content) 
    
19. The reading texts help students to build up 
new vocabulary. (Part C- Content) 
    
20. The vocabulary items are graded from 
simple to complex. (Part C- Content) 
√ √   
21. The vocabulary items are graded from 
common to rare. (Part C- Content) 
√ √   
22. New vocabulary reoccurs in subsequent 
reading texts within units. (Part C- Content) 
    
23. New vocabulary is recycled in subsequent 
exercises. (Part C- Content) 
    
24. The reading materials reflect the target 
language culture. (Part C- Content) 
 √ √  
25. The reading materials bring out contrasts 
and similarities between the foreign culture 
and the culture of students. (Part C- Content) 
 √ √  
26. The reading materials reflect real-life 
language use. (Part C- Content) 
    
27. The reading materials are free of racist 
elements. (Part C- Content) 
    
28. The reading materials are free of sexist 
elements. (Part C- Content) 
    
29. The reading materials enable teachers to 
activate students’ background knowledge. 
(Part C- Content) 
   √ 
30. The reading materials provide fluency 
development opportunities (e.g., paced 
reading activities to increase reading rate). 
(Part C- Content) 
    
31. The reading materials enable students to 
do some out of class readings (extensive 
reading). (Part C- Content) 
    
32. Reading materials are structured for 
maximal development of students’ reading 
comprehension abilities. (Part C- Content) 
√    
33. Reading materials are organized to help 
students transfer reading strategies and skills 
from one text to another. (Part C- Content) 
    
34. The reading materials incorporate writing 
into reading instruction. (Part C- Content) 
√   √ 
35. Reading instruction is carried out through 
three stages: Prereading, while reading, and 
post reading. (Part C- Content) 
    
36. The amount of reading materials to be 
covered is realistic for the time allocated for 
reading classes. (Part D-  Other 
considerations) 
    
37. Instructions are clear and precise for 




√   









38. Instructions are clear enough for teachers 
to guide students in the successful completion 
of activities. (Part D-  Other considerations) 
 √ √  
39. Suggestions for the use of the textbook are 
clear in the teacher’s manual. (Part E- 
Teacher’s manual) 
    
40. The teacher’s manual helps teachers save 
time on class preparation. (Part E- Teacher’s 
manual) 
    
41. The teacher’s manual provides practical 
activities / ideas for teachers to use in their 
reading classes. (Part E- Teacher’s manual) 
    
42. There is comformity between the aims 
stated in the teacher’s manual and the 
activities in the textbook. (Part E- Teacher’s 
manual) 
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APPENDIX O 
Inventory of Pre-training Think-Aloud Comments by Participants, Addressed 










Legibility of letters √ √   
Layout of textbook     
Design of textbook    √ 
Price of textbook     
Cover of textbook  √   
Name of textbook  √   
Physical appearance of 
textbook 
    
Types of exercises   √  
Meta language use     
√ Indicates a response covering topic/issue addressed in workshop but not 





































Inventory of Post-training Think-Aloud Comments by Participants, 











Legibility of letters    √ 
Layout of textbook  √  √ 
Design of textbook     
Price of textbook  √   
Cover of textbook     
Name of textbook     
Physical appearance of 
textbook 
  √  
Types of exercises     
Meta language use √ √ √ √ 
√ Indicates a response covering topic/issue addressed in workshop but not 
covered in questionnaire. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
 
